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CHAPTER I 
THE PROBLEM 
The dogmas of the quiet past are inadequate for 
the stormy present, We must think anew, we must 
act anew, we must disenthrall ourselves. 
- Abraham Lincoln 
Abraham Lincoln's words encouraging Congress to break from past 
traditions over a century ago have significance in schools today. We 
live in a world where change is the rule and not the exception where 
change is occurring at an ever accelerating rate. That change in schools 
is necessary is assumed if schools are to appropriately educate students 
maturing in a world that differs markedly in important respects from the 
world that shaped the adults of today. It is further assumed that change 
is desirable and necessary if schools are to be responsive to the needs 
of the students and the connnunity, and if they are to provide appropriate 
and effective educational programs for these students and the community. 
To change the schools is not to ruin, replace, or eliminate them, nor does 
it deny or debilitate past practices. Change is a process of renewal and 
growth; a process of adopting, adapting, and adjusting to various factors 
that are influencing the direction and rate of change. 
Many factors can influence change in schools and the processes of 
change within a school and in a district are varied and complex. This 
study was concerned with factors that may influence the process of change 
toward openness in public elementary schools. Its purpose was the identi-
fication of some specific characteristics of faculties of elementary 
schools with regard to change toward open education. It was further 
intended to contrast characteristics of schools perceived as open and 
changing as compared to schools perceived as not changing or slow-to-
change. 
Objectives: The objectives _of the study were as follows: 
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1. To identify the three most changing and open schools in 
the district involved in the study; to compile enrollment, 
budgetary, and related information for the group. 
2. To identify the three least changing and open schools in 
the district involved in the study; to compile enrollment, 
budgetary, and related information for the group. 
3. To identify the organizational climate in each of the 
schools selected for the study. 
4. To identify characteristics of the faculty in each of the 
selected schools in relation to training, background, ex-
perience, and perception of change status. 
5. To determine if a common organizational climate exists for 
the most changing group of schools and for the least chang-
ing group of schools. 
Major Areas of Concern: Data were analyzed to identify and describe 
the followi.ng factors: 
1. The observable organizational climate for the group of 
changing schools and for the group of slow-to-change schools, 
and for observable differences in the organizational 
climate between the two groups. 
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2. Composite characteristics for the groups of schools and their 
faculty members, and for observable differences between the 
groups. 
3. Composite characteristics of the group of changing schools 
or the group of slow-to-change schools that correspond to 
an identifiable organizational climate for either group. 
4. Observable differences between the faculties of the 
changing group of schools and the slow-to-change group 
of schools regarding the perceptions about involvement 
in curriculum decisions, status of the curriculum, and 
individuals who influence change in their school. 
5. Observable difference between the faculty perception 
of the change status of a school and the perception of 
persons outside the school faculty for each group of 
schools. 
6. Observable differences in number of visitations to other 
schools, both within and outside the district, and in 
the number of contacts with visitors from other schools 
as reported by the faculty members of each group; 
observable differences in the reported number of 
visitations and contacts with visitors between faculty 
members of a group perceiving the change status as do 
persons outside the school and the group whose faculty 
members do not. 
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It would appear that identification of faculty variables and differ-
ences between changing and slow-to-change schools would be of considerable 
assistance in selecting replacement personnel and in staffing new build-
ings. The identification of characteristics that are reflections of pre-
service and/or inservice programs would be of assistance in designing 
staff development programs both by teacher-training institutions and by 
school districts. Finally, the identification of characteristics and 
perceptions related to change status, organizational climate, status of 
curriculum and involvement in curriculum development decisions would 
assist curriculum workers, principals, and other educational leaders con-
cerned with the direction and rate of change within a school building 
or school district. 
THE SCHOOL DISTRICT 
The school district described in this study has, for many years, en-
joyed a reputation as an excellent system in a suburban metropolitan area. 
It serves a suburban community of about 70,000 persons; a community of 
primarily middle and upper middle class families. Most of the people that 
are employed commute to work elsewhere in the metropolitan region. The 
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community has grown rapidly in the last fifteen years, more than tripling 
in population during that period. The elementary school district (kin-
dergarten through grade eight) enrolled approximately 9,400 students in 
eighteen schools during the 1972-73 school year. Fourteen of these 
buildings are elementary (K-5) schools, the others are junior high 
schools. The students from this elementary district, along with those 
from six other elementary districts, feed into one of the largest high 
school districts in the state -- a district which also has a reputation 
as an excellent system. 
Prior to 1967, the district was highly centralized under the 
leadership of a superintendent who had been·in that position since the 
early 1940's. During the last years of his tenure, the major efforts 
of the district were directed toward providing adequate classrooms to 
accommodate the burgeoning school-age population. Curriculum develop-
ment, selection of instructional materials, as well as staff selection 
and organizational decisions were a central offi~e function. Even the 
architecture of buildings constructed during the decade of 1957-67 shows 
evidence of consistency and lack of differentiation. A citizens commit-
tee analyzing the impact of a tax rate increase referendum defeated in 
the fall of 1966 concluded that "We have found no frills or luxuries. 111 
Their report went on to state, "One measure of quality is the degree of 
1
citizens' Committee, School District 25, Final Report, Arlington 
Heights, Illinois, May 1967f p. 7. 
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ferment, or searching for better ways, in a district, Because of the 
limitation of funds, the district has not been able to experiment or 
innovate to any great degree and may be lagging in the incorporation of 
proved new techniques of education, 112 In focusing on providing for 
rapidly increasing numbers of students and coping with inadequate fin-
ancial resources the district maintained a quality program that was 
essentially similar in all schools. 
With the retirement of the superintendent in 1967, the Board of 
Education utilized the opportunity to select a replacement who would 
capitalize on the existing quality program and yet encourage the devel-
opment of talents and characteristics of individual faculty members, 
faculties as collective entities, and the total school community. In 
the years following 1967, the state legislation has revised the formula 
for determining state financial support and the amount of such support 
that has eased, but not eliminated, the financial restrictions that cur-
tailed educational change according to the report of the citizens commit-
tee. 
Beginning in the 1968-69 school year, the commitment to decentral-
ize decision making began to take shape in the preliminary designs of a 
Planning, Programming, Budgeting System (PPBS). The system was develop-
ed to place tpe prime responsibility for decision making at the level 
where professional staff and students interact. The PPBS design was 
2Ibid., p. 6. 
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deliberately decentralized with the program manager responsible at the 
point of implementation, usually an instructional setting (i.e., first 
grade, or library-learning center at the school level). The system is 
designed to provide the program manager with information about the 
available resources for that particular program, have the manager match 
the resources with the objectives for the program, and report quarterly 
on how the resources are being used and how effectively the program ob-
jectives are being accomplished. The staff in the responsibility center 
(i.e., school, special education department, buildings and grounds 
services) determines the array of programs for that center. While the 
planning for PPBS began shortly after the present superintendent assumed 
the position, designing the program, providing the necessary computer 
support and information, and acquainting the staff with the objectives 
and mechanics of PPBS took several years. During 1972-73 the system, 
in its third year after implementation, was still being refined and 
further developed. 
The personal commitment of the superintendent, as reflected in 
visible efforts such as a decentralized PPBS information and decision 
making process and a reduced central office staff, has encouraged indi-
vidual buildings to develop programs and strategies that build on the 
talents and interests of the students and faculty. The opportunity to 
change and develop instructional strategies and programs appropriate for 
their needs was available to every faculty, individually and collective-
ly. At the same time, it must be noted, no directives mandating change 
were issued and no schools were singled out specifically to change. 
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Resources were allocated to help plan change, not to precipitate change. 
The PPBS design is based on the ability to respond to identified needs 
rather than to "pork barrel" all resources. PPBS, as designed and im-
plemented in this district, will assist and support the process of 
change but it will neither direct nor require change. 
During the 1972-73 school year there were 6,250 students enrolled 
in the fourteen elementary schools. While the buildings varied somewhat 
in size and physical characteristics they had essentially equivalent 
access to basic resources. All elementary schools had $17.00 per pupil 
to purchase new and replacement textbooks, teaching aids, supplies, 
library materials and instructional equipment. Student seating and 
audio-visual equipment needs, as well as additional needs as identified 
through PPBS, were met as funds were available. Each of the elementary 
schools served an area of the community where almost all students walked 
to school. Limited busing was available where there were obvious safety 
hazards for students, such as walking along or crossing heavily trafficked 
streets to reach school. 
The school communities were relatively homogeneous, a reflection of 
the general homogeneity of the community at large. There were variations 
in the student population; for example, the average grade placement 
achievement test scores for the 4th grade students in the spring of 1973 
ranged from 5.0 for the lowest ranking school to 5.8 for the highest. 
The district average for 4th grade students wa~ 5.3 as compared to the 
established grade level norm of 4.6. The average grade placement scores 
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for all grade levels listed in every building in the district were above 
the established national grade level norm for the test. It was assumed 
that the variations between schools in the nature of the community and 
of the student population were minimal and were, therefore, not consider-
ed in this study. 
THE INSTRUMENTS 
Two instruments were used in this investigation. One was the 
"Organizational Climate Description Questionnaire" devised by Halpin 
3 
and Croft. The other was a survey instrument developed by the research-
er to gather information describing the faculty in each building select-
ed for this study. 
The Organizational Climate Description Questionnaire. One of the 
most extensively discussed and frequently used instruments to measure 
organizational climate in education is the one devised by Halpin and 
Croft, entitled the "Organizational Climate Description Questionnaire" 
(hereafter OCDQ). The OCDQ is by far the most popular and widely used 
technique for assessing the organizational climate of schools, partly 
because of the clarity with which Halpin described his concept of 
organizational climate and partly because of the relative simplicity 
with which the OCDQ assessment technique can be used in a practical 
3Andrew W. Halpin and Don B. Croft, 
Schools, Chicago, Midwest Administration 
1963. 
The Organizational Climate of 
Center, University of Chicago, 
~ 
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h 1 . . 4 sc oo situation. The purpose of the instrument is to define the various 
dimensions of organizational climate through an analysis of the social in-
teraction which prevails within the elementary school setting. Halpin 
5 
and Croft defined eight dimensions of organizational climate as follows. 
Perceptions of the Behavior of Teachers 
1. Disengagement refers to the teachers' tendency to not work 
well together. This dimension describes a group which is 
"going through the motions" but "not in gear" with respect 
to the task at hand. 
2. Hindrance refers to the teachers' feeling that the princi-
pal burdens them with routine.duties, committee demands, 
and unnecessary busywork. The' teachers .perceive the prin-
cipal as hindering rather than facilitating their work. 
3. Esprit refers to morale. The teachers feel that their 
needs are being satisfied and they are enjoying a sense of 
accomplishment in their job. 
4. Intimacy refers to the teachers' perception that personal 
social needs are being satisfied. This dimension describes 
a social needs satisfaction which is not necessarily 
associated with task accomplishment. 
4Robert G. Owens, Organizational Behavior in Schools, Prentice-Hall, 
Englewood Cliffs, New Jersey, 1970, p. 1974. 
5Andrew W. Halpin, Theory and Research in Administration, Macmillan 
Company, Inc., New York, 1966, pp. 150-151. 
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Perceptions of the Behavior of Principal 
5. Aloofness refers to behavior characterized as formal and 
impersonal. He prefers to be guided by rules and policies 
rather than to deal with teachers in an informal situation. 
He tends to maintain himself at a distance from his staff. 
6. Production Emphasis refers to behavior characterized by 
close supervision of the staff. His connnunication is 
primarily one-way and he is not sensitive to feedback from 
the staff. 
7. Thrust refers to behavior characterized by evident efforts 
to try to "move the organization." Thrust behavior is ex-
emplified by the principal's attempt to motivate through 
personal example rather than by close supervision. 
8. Consideration refers to behavior characterized by an in-
ciination to treat teachers humanly. The principal goes 
out of his way to do something extra for them in human 
terms. 
The scores on these eight dimensions are transformed into a system of six 
organizational climates. These range along a continuum from "open" to 
"closed" defined as: 6 
1. Open Climate describes an energetic, lively organization 
which is progressing toward its goals and provides satis-
6Ibid., pp. 174-181. 
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faction for the members' needs. The teachers work well 
together (low disengagement, high esprit) and are not 
burdened by mountains of busywork or routine reports (low 
hindrance). The principal sets an example by working hard 
himself (high thrust) and, depending on the situation, can 
either criticize the actions of teachers or go out of his 
way to help (high consideration). He is in full control 
of the situation and clearly provides leadership for the 
staff. 
2. Autonomous Climate is distinguished from the open climate 
in that the principal exerts little control over the group 
members so that leadership emerges from the group (high 
esprit, high intimacy). Teachers achieve their goals 
readily (low disengagement), and are not burdened with 
paper work and administrative details (low hindrance). 
The principal remains apart from the staff (high aloof-
ness) allowing the teachers to work at their own speed 
with little supervision (low production emphasis). 
3. Controlled Climate is characterized best by the high 
degree of task achievement present, usually at the expense 
of social-needs satisfaction. The teachers expect to be 
told how to get the job done and expect to complete con-
siderable paper work and routine reports (low disengage-
ment, high hindrance). There is little time for social 
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relations but there is some job satisfaction probably re-
sulting from task-accomplishment and not from social-needs 
satisfaction (low intimacy, average esprit). The princi-
pal tends to be dominating and directive with little flex-
ibility or care about how people feel (high production em-
phasis, low consideration). This climate lacks openness of 
behavior because of the disproportionate preoccupation with 
task achievement. 
4. Familiar Climate is characterized by high social-needs 
satisfaction attained at the expense of goal-oriented 
direction from the principal. Teachers accomplish little 
in a task-oriented situation with a number of people try-
ing to tell others how things should be done (high disen-
gagement). They have established personal friendships and 
the principal is evidently reluctant to do anything to 
jeopardize the "happy family image" (high intimacy, high 
consideration). The principal is not impersonal and 
official in his manner, nor does he do much to insure that 
the teachers are performing their tasks correctly (low 
aloofness, low production emphasis). Little is done 
either by direct or indirect means to evaluate or direct 
the activities of teachers, yet the principal is accepted. 
as a "good guy" largely because of the personal considera-
tion he shows for the group. 
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5. Paternal Climate is one in which the principal initiates 
most of the leadership acts himself while placing con-
straints on the acts of the group. The teachers do not 
work well together nor do they enjoy friendly relation-
ships with each other (high disengagement, low intimacy). 
Essentially the teachers have given up trying; they obtain 
inadequate satisfaction in respect to both task-accomplish-
ment and social needs (low esprit). The principal does a 
great deal of the busywork himself, , emphasizes the things 
that should get done but somehow don't (low hindrance, low 
aloofness). 
6. Closed Climate is characterized by a high degree of apathy 
on the part of all members of the organization. The 
teachers do not work well together and, to have some sense 
of achievement, they complete a variety of reports and 
attend to a host of "housekeeping" duties (high disengage-
ment, high hindrance). There is low job satisfaction and 
social needs satisfaction (low esprit). The principal is 
highly impersonal and sets up arbitrary rules and regula-
tions about how things should be d9ne (high aloofness, high 
production emphasis). But his words\are hollow and he does 
not motivate by setting a good personal example nor is he 
concerned with the needs of teachers (low thrust, low con-
sideration). With this climate the organization is 
15 
stagnant, 
Eviden.ce regarding the reliability and the validity of the OCDQ was 
reported in the original study and later in other studies. Halpin and 
Croft reported the following data relevant to the reliability of the 
OCDQ: 7 
1. The split-half coefficient of reliability, corrected by 
the Spearman-Brown prophecy formula, averaged .62 for the 
eight sub-tests. 
2. The correlation between scores of the odd-numbered and 
the even-numbered respondents in each of the seventy-one 
schools in the sample averaged .64 for the eight dimen-
sions of organizational climate. 
3. Communality estimates for a three-factor rotational solu-
tion which was based upon social needs, esprit and social 
control averaged .62 for the eight sub-tests. 
Brown reported the following which would tend to substantiate the 
original investigators data regarding the reliability of the OCDQ. 
1. The assignment of OCDQ items was generally substantiated 
by the results of factor analysis and a varimax rotational 
solution of the first eight factors. 
7Andrew W. Halpin and Don B. Croft, The Organizational Climate of 
Schools, Chicago, Midwest Administration Center, University of Chicago, 
1963, p. 49. 
16 
2. Reliability coefficients generally compared favorably with 
8 those of the Halpin and Croft study. 
Smith in another study reported the following: 
1. The concept of organizational climate as identified by the 
OCDQ was found to be empirically sound and viable. 
2, The specific findings relative to the correlations of vari-
ables to the OCDQ sub-tests, intervariable correlations, 
and those relative to the climates identified by the OCDQ 
seemed to be consistent with one another. This observa-
tion seemed to add further support to the OCDQ as an instru-
ment useful in identifying organizational climate. 9 
Halpin reiterates his belief in the usefulness of the OCDQ as 
" .•. we surmise that the eight dimensions and the six climates which 
we have delineated here will. survive the crucible of cross-validation. 1110 
and concludes " ••. we believe that the OCDQ provides a useful technique 
for describing the organizational climate of schools, and that further 
8Robert J. Brown, "Identifying and Classifying Organizational _ 
Climates in Twin City Area Elementary Schools" (unpublished Doctoral 
Dissertation, The University of Minnesota, 1964) Dissertation Abstracts, 
26: 162, 1966. 
9
navid C. Smith, "Relationship Between External Variables and the 
Organizational Climate Description Questionnaire" (unpublished Doctoral 
Dissertation, Northwestern University, 1966) Dissertation Abstracts, 
27: 2041A, 1967. 
10 Andrew W. Halpin, Theory and Research in Administration, Macmillan 
Company, Inc., New York, 1966, p. 194. 
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research with it is warranted. 1111 
In summing up the research regarding the OCDQ, the reliability is 
reported as moderate, and the ability of the instrument to measure 
precisely the organizational climate is in some doubt. Researchers, how-
ever, are generally in agreement with the proposition that the indi-
vidual dimensions are valid in measuring what they are designed to 
measure. 
To use the OCDQ for the study, the author contacted Dr. Andrew W. 
Halpin at the University of Georgia. In May of 1973 a letter from Dr. 
Halpin indicated it was necessary to obtain permission from the Mac-
millan Company, Inc., publishers of his book, Theory and Research in 
Administration. Permission was granted by the Macmillan Company, Inc., 
upon payment of a fee of $35.00, in an agreement dated May 15, 1973. A 
copy of the OCDQ appears in Appendix A. 
THE SURVEY INSTRUMENT 
A twenty-five item survey instrument was developed to gather infor-
mation about the background, training, experience, and perceptions of 
the faculty in each of the schools selected for the study. Some of the 
items were constructed to identify the present assignment, gather per-
sonal biographical data and information about previous experience, pre-
service and inservice training and visitation contacts. Additional 
11Ibid., p. 236. 
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items were designed to provide information about the respondents' feel-
ings and perceptions about curriculum and change within the building and 
about furute plans and commitments. A copy of the survey instrument 
appears in Appendix B. 
PROCEDURES 
For the purposes of this study it was necessary to identify the 
three most changing and open schools and the three least changing and 
open. Twenty-two central office personnel, Board of Education members, 
and university supervisors of student teachers were asked to rank the 
fourteen elementary schools on a continuum from most to least changing 
and open. Members of the faculty in each of the six schools (three 
schools identified as most changing forming the most changing group of 
schools and three schools identified as least changing in the slow-to-
change group) were asked to complete the "Organizational Climate Des-
cription Questionnaire" and the Survey Instrument. The researcher met 
with the faculty in each of the schools and briefly outlined the pur-
poses of the study while requesting their cooperation in completing the 
instruments. 
The instruments were completed and returned to the researcher with-
in a week following the meetings with the faculties. Each school was 
given a letter for easier processing of information. The data from the 
OCDQ was keypunched onto IBM cards. The IBM cards containing the organi-
zational climate data were .·omputer scored by the service provided by 
Dr. Andrew E. Hayes, University of North Carolina, Chapel Hill, North 
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Carolina. 
DEFINITION OF TERMS 
The following terminology is defined for use in this study. 
Organizational Climate refers to the perception of interaction 
which occurs between the principal and the teachers of a school and may 
be defined as the organizational personality of the school, 
Perception means an individual's understanding of events and 
situations. In this study the written responses on the OCDQ and the 
survey instrument pertaining to beliefs and judgments and the rankings 
of the schools were considered synonymous with perception. 
The direction of change in schools for the purposes of this study 
refers to transition from a model where the instructional activities of 
pupils are essentially limited to a classroom and teacher and relatively 
independent of the actions of other teachers toward a model organized in 
such a manner as to have the professional staff share the responsibility 
for curriculum decisions, selection of instructional materials, place-
ment of students in instructional settings, and the evaluation of pro-
grams for a larger group of students. 
Open Education or openness refers to the atmosphere for learning in 
the school environment, an atmosphere of humaneness and humanness, of 
encouragement, facilitation and understanding. Informal education, in-
tegrated day, undifferentiated program, and open classroom are terms 
which usually, but not always, incorporate this definition but their use 
is avoided in this study. 
CHAPTER II 
A REVIEW OF THE LITERATURE 
ORGANIZATIONAL CLIMATE 
Since 1963, when the "Organizational Climate Description Question-
naire" first appeared in The Organizational Climate of Schools, 1 it has 
been used in more than 35 doctoral dissertations by students in univer-
sities throughout the country. The OCDQ was developed for use in elemen-
tary schools, and most of the studies used the instrument in elementary 
schools and identified data pertaining to the relationship of different 
variables to the organizational climate of schools. At least two studies 
utilized the OCDQ in a high S 0chool setting and one in a military situ-
ation - - these studies were omitted from this discussion. 
The first study to use the OCDQ was probably the investigation com-
pleted by Bruning in 1963. He stated that the OCDQ does not differentiate 
between idiographic and nomothetic dimensions of climate and suggested it 
should be redeveloped to more accurately assess and describe organizational 
climate. Bruning's study concerned itself with the relationship of 
1Andrew W. Halpin and Don B. Croft, The Organizational Climate of 
Schools, Chicago, Midwest Administration Center, University of Chicago, 
1963. 
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organizational climate to individual needs and personal satisfaction as 
it affects organizational performance and focused on individual roles and 
2 
needs. 
One of the earliest completed studies that used the OCDQ was that of 
Anderson in 1964. He investigated relationships between the organizational 
climate of selected personal variables of the principal. In an eighty-one 
school sample, principals completed the "Sixteen Personality Factor 
Questionnaire," "Study of Values," and a biographical inventory; the en-
tire staff completed the OCDQ. Two of the five conclusions in his study 
are pertinent for further investigations. One is that the OCDQ merits 
continued use as a research tool in school leadership studies. The 
second is that value and personality instruments, similar to those of 
this study, may have some merit and usefulness, but should be complemented 
with additional techniques. 3 
Brown attempted to develop some norms for the OCDQ for Minnesota as 
well as to replicate the work of Halpin and Croft in his study completed 
in 1964. Significant conclusions resulting from his work regarding future 
research were the following: 
1. The OCDQ is a well constructed instrument which can and 
should continue to be used. 
2Arthur L. Bruning, "An Exploration of the Perceptual Relationship 
Among Organizational Demands, Individual Needs, and Personal Satisfaction 
as It Affects Organizational Performance" (unp~blished Dissertation, The 
University of Illinois, 1963) Dissertation Abstracts,24: 4059, 1963. 
3Donald Paul Anderson, "Relationships Between Organizational Climate 
of Elementary Schools and Personal Variables of Principals" (unpublished 
Dissertation, University of Minnesota, 1964) Dissertation Abstracts, 26: 
5146, 1965. 
2. Principals tend to view their school in a more favorable 
light than do teachers. Specialists perceive the climate 
more as the administrators do than as teachers. 4 
22 
In 1964 Null also reported a study utilizing the OCDQ along with the 
"Minnesota Teacher Attitude Inventory," and the "Sixteen Factor Inventory." 
Relationships were reported in the following areas: 
1. Between teacher attitude toward children and teacher per-
ception of the eight dimensions of climate. 
2. Between certain personality factors of teachers and teacher 
perception of certain dimensions of climate. 5 
A study concerning the relationship of organizational climate to 
pupil achievement, size of school, and teacher turnover was completed by 
Flagg, His sample consisted of ten schools in the area of Newark, New 
Jersey. The following conclusions were drawn in this study: 
1. Each school has an organizational climate that can be 
measured by the OCDQ. 
2. The characteristics of principals as leaders largely 
determine the climates of the schools over which they 
have control. 
4Robert J. Brown, "Identifying and Classifying Organizational 
Climates in Twin City Elementary Schools" (unpublished Dissertation, 
University of Minnesota, 1964) Dissertation Abstracts, 26: 1623, 1965. 
5Eldon James Null, "The Relationship Between the Organizational 
Climate of a School and Personal Variables of Members of the Teaching 
Staff" (unpublished Dissertation, University of Minnesota, 1964) 
Dissertation Abstracts, 26: 4392, 1964. 
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3. As the size of the school increases, the climate tends to 
be more closed. 
4. A closed climate tends to increase the rate of teacher 
turnover. 
5. No relationship between climate and pupil achievement in 
reading can be said to have been established because of 
the relative sameness in climate of the schools in the 
6 
study. 
Heller examined the relationship of organizational climate to the 
informal organizational structure in a study of ten elementary schools 
in Pennsylvania. The three instruments used were a sociometric instru-
ment utilized to identify the informal groups within a school, the OCDQ, 
and a "Desired Organizational Climate Description Questionnaire" which 
was prepared by the author in an effort to describe the organizational 
climate the teachers of that school desired. The major conclusion of 
the study was the following: 
The evidence indicates that the amount of variance among per-
ceptions of the existing organizational climate held by members 
of the informal groups is not less than the amount of variance 
of perceptions held by the total membership.7 
6Joseph Thomas Flagg, Jr., "The Organizational Climate of Schools: 
Its Relationship to Pupil Achievement, Size of School and Teacher Turn-
over" (unpublished Dissertation, Rutgers - The State University, 1964) 
Dissertation Abstracts, 24: 818, 1965. 
7Robert William Heller, "Informal Organization and Perceptions of 
the Organizational Climate of Schools" (unpublished Dissertation, The 
Pennsylvania State University, 1964) Dissertation Abstracts, 25: 7049, 
1965. 
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In a study also reported in 1964, Randles used the OCDQ in an in-
vestigation of the influence of the organizational climates on the 
attitudes of beginning teachers. Seventy-five beginning elementary 
teachers were given the "Minnesota Teacher Attitude Inventory," the 
Adorno 11 F11 Scale, and the "Thurstone Temperament Schedule" in a sample 
involving thirty-seven elementary schools. The entire staffs of the 
schools in the sample completed the OCDQ. Pre and post-test measures 
of the teacher attitudes were taken approximately one year apart. Five 
conclusions were drawn from the data gathered: 
1. There was no meaningful relationship between the three 
assessments of teachers' attitudes. 
2. There was no meaningful relationship between any assess-
ment and grade point average, sex, age, or grade assign-
ment. 
3. Open and closed schools did not exert a significant 
different influence upon attitudes of teachers whether 
or not they entered the experience with relatively low 
or high levels of attitude. 
4. The level of temperament as measured by the "Thurstone 
Temperament Scheduleft' appeared to be influenced favorably 
by open schools. Closed schools appeared to have negli-
gible influences for changes in temperament. 
5. The patterns of influence exerted by open and closed 
schools suggested meaningful differences. 8 
Hinson investigated the organizational climate in elementary schools 
in a sample of 111 schools and 2,210 teachers in a large district. One 
important conclusion of his study showed there was not an even distri-
bution of schools within the six types of organizational climates. Two 
climates, the familiar and the autonomous, were infrequently specified. 
The implication is that one cannot proceed on the assumption of find-
ing equal distributions of climates within a single sample, albeit a 
relatively large one. Of the other findings, the fact that teachers 
perceived the schools as being more closed than the principals verified 
9 
one of the conclusions of an earlier study •. 
A study of the relationships between seJ.ected factors of organi-
zational climate and pupil achievement in reading, arithmetic, and 
language was reported by Hales in 1965. He used the OCDQ and the 1957 
edition of the California Achievement Tests and found no significant 
relationship between organizational climate and reading and arithmetic 
scores. He also found no significance between four of the eight di-
mensions of organizational climate and language. His sampling of only 
8Harry E. Randles, "The Effects of Organizational Climate on 
Beginning Elementary Teachers" (unpublished Dissertation, The Ohio State 
University, 1964) Dissertation Abstracts, 25: 7049, 1965. 
9 James Harry Hinson, Jr., "An Investigation of the Organizational 
Climate of the Elementary Schools in a Large Urban School System" (un-
published Doctoral Dissertation, The University of Georgia, 1965) 
Dissertation Abstracts. 
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thirteen schools may be a limiting factor in his findings. 10 
Cole investigated the relationship of organizational climate and 
communications as they relate to the size of the elementary school. The 
two instruments used in his study were the OCDQ and the "Staff Expect-
ancies Questionnaire." His sampling was limited to those schools where 
the teachers and the principal had worked together at least three years. 
Comparisons were made for factors of communications and climate between 
all sizes of schools using analysis of variance and analysis of covari-
ance procedures. Cole concluded the following: 
1. Factors of vertical communication appear not to be 
affected by changes in the size of the elementary 
school. 
2. Schools which range from approximately two to four 
teachers per grade level probably represent the most 
nearly optimum sized schools so far as organizational 
climate is concerned. 
3. The size of the school does not appear to be related to 
the four organizational climate dimensions of principals' 
b h . 11 e avior. 
lOJack Hales, "A Study of the Relationships Between Selected Factors 
of Organizational Climate and Pupil Achievement in Reading, Arithmetic 
and Language" (unpublished Dissertation, University of Alabama, 1965) 
Dissertation Abstracts, 26: 5817, 1965. 
11Blaine Leroy Cole, "An Analysis of the Relationships of Selected 
Factors of Communication and Organizational Climate as They Relate to 
the Size of the Elementary School" (unpublished Dissertation, The Uni-
versity of Missouri, 1965) Dissertation Abstracts, 26: 5150, 1965. 
A study completed by Hightower posed a question regarding the in-
fluence of the principal on the organizational climate of schools. He 
stated the following: 
Throughout the treatment of the data generated by the 
OCDQ, a disturbing pattern reoccured with respect to 
the teachers' perception of the principals' behavior. 
Despite the distinguishable manner in which the vari-
ous groups viewed the behavior pattern of the teachers, 
only slight variations were produced by the four sub-
tests which dealt with leaders' behavior. This pattern 
occured even when the six most Open profiles were com-
pared with the six most Closed profiles. These patterns 
raised questions concerning the influence of the princi-
pal with respect to Organizational Climate. 
27 
Hightower seemed to be saying that the influence of leader behavior 
on organizational climate needs to be examined further to determine if 
there is any relationship and encourages continued use of the OCDQ in 
• f-. • f . . 1 l" 12 1nves~1gat1ons o organ1zat1ona c 1mate. 
Roseveare attempted to determine the validity of the selected OCDQ 
subtests using the espirit-thrust interview schedule to correlate the 
data obtained. Since only ten schools with faculties of ten to fourteen 
teachers constituted the sample, there may be some question concerning 
the results. He did conclude that further study of the OCDQ in other 
localities and with schools of different sizes should be conducted. 13 
12william Thomas Hightower, "The Dominant Concerns of Elementary 
School Faculties and Organizational Climate" (unpublished Dissertation, 
University of Alabama, 1965) Dissertation Abstracts, 26: 5818, 1965. 
13carl George Roseveare, "The Validity of Selected Subtests of the 
Organizational Climate Description Questionnaire" (unpublished Disser-
tation, The University of Arizona, 1965) Dissertation Abstracts, 26: 
7051, 1965. 
r 
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Anderson used the OCDQ and a sociometric questionnaire in a study 
of subgroups in elementary schools as related to organizational climate. 
He concluded, as did Roseveare in the preceding study, that the subtests 
thrust and espirit seemingly did have validity but that the validity of 
the other subtests was questionable. The small sample in this study, as 
in the preceding study, may have contributed to the difficulty in ascer-
taining validity. Anderson also recommended further study in the use of 
the OCDQ. 14 
Ernst used the OCDQ, Craig's "Test of Empathy," and the "Index of 
Adjustment and Values" developed by Balles, Vance and McLean as instru-
ments in an investigation of the relationship between selected person-
ality characteristics of principals and organizational climate of schools. 
Over 3,000 staff members in 156 schools constituted the sample for this 
study. 15 Nevertheless, no significant findings resulted from the study. 
Flanders investigated the relationship between organizational cli-
mate and four variables - - (1) the location of the school, rural or 
urban, (2) the size of the faculty of the school, (3) the length of 
teacher tenure in the school, and (4) the race of the faculty of the school. 
The OCDQ was the only instrument used in this 1966 study involving over 
14
cary Weldon Anderson, "The Relationships of Organizational Climates 
and Subgroups in Elementary Schools" (unpublished Dissertation, The Uni-
versity of Arizona, 1965) Dissertation Abstracts, 26: 5900, 1965. 
15Richard James Ernst, "An Investigation of the Relationship Between 
Selected Characteristics of Principals and 0rganizational Climates of 
Elementary Schools" (unpublished Dissertation, The Florida State Univer-
sity, 1965) Dissertation Abstracts, 26: 4367, 1965. 
3,900 teachers i~ 214 schools, comparatively a very large sample. His 
study produced the following: 
1. A significant relationship exists between the rural 
or urban location of a school and the type of organi-
zational climate of the schools as perceived by the 
faculty of those schools. 
2. No significant relationship exists between the size 
of the school faculty and the type o.f organizational 
climate of that school. 
3. A significant relationship exists between the race 
of the school faculty and the type of organizational 
climate of the school as perceived by the school 
faculty. 
4. A significant relationship exists between the length 
of teacher tenure in the school and the teachers' 
perception of the type of organizational climate of 
the school. 16 
The "Sixteen Personality Factor Questionnaire" and the OCDQ were 
used with a sample of 1,180 staff members from sixty-four elementary 
29 
16Robert Edward Flanders, "The Relationships of Selected Variables 
to the Organizational Climate of the Elementary School" (unpublished 
Dissertation, The University of Georgia, 1966) Dissertation Abstracts, 
27: 2313A, 1966. 
r 
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schools in a study completed by Murphy in 1966. He investigated the 
mean personality patterns of principals and teachers in situations where 
their perception of the climate was similar and when it was different. 
He then attempted to identify personality factors that would best predict 
17 the perceptions of each climate for the subjects in his study. 
Prichard undertook a validation study of the OCDQ using perceptions 
of non-faculty school personnel as validating criteria. The results show 
that certain questionable points and inconsistencies do exist. Equating 
the climate of a school, however, with the climate from which it deviates 
least in terms of summed absolute differences between subtest scores 
seems to account for the inconsistency in climate assignment. 18 
Smith attempted to relate the OCDQ to specific characteristics and 
to determine if schools with unlike organizational climates differed 
significantly with respect to selected variables. His conclusions offer 
considerable support for the conceptual and theoretical structure of the 
OCDQ: 
1. The concept of organizational climate as identified by 
the OCDQ was found to be empirically sound and viable. 
17Joseph A. Murphy, Jr., "An Investigation Into Certain Personality 
Factors of Elementary School Teachers and Principals with Reference to 
the Organizational Climate of Schools" (unpublished Dissertation, The 
University of Georgia, 1966) Dissertation Abstracts, 27: 3670A, 1967. 
18James L. Prichard, "Validation of the Organizational Climate 
Description Questionnaire Against Perceptions of Non-Faculty School Per-
sonnel" (unpublished Dissertation, Stanford University, 1966) Dissertation 
Abstracts, 27: 2037A, 1967. 
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2. The specific findings relative to the correlations of 
variables to the OCDQ subtests, intervariable corre-
lations, and those relative to the climate identified 
by the OCDQ seemed to be consistent with one another. 
This observation seemed to add further support to the 
OCDQ as an instrument useful in identifying organi-
zational climates. 
3. The findings led this investigator (Smith) to con-
elude that the OCDQ was externally consistent as well 
as internally so. In addition, the empirical findings 
appeared to be consistent with the internal definitions 
of organizational climate as devised by Halpin and Croft. 
4. The data, throughout the study, seemed to emphasize the 
importance of a relatively consistent perception of the 
situation on the part of the principal and teachers to 
the organizational climate of the school. 
5. This study led to the conclusion that it was not enough 
to identify the organizational climate of the elementary 
school. In addition, it is important to study the pro-
file of subtest scores in assessing the organizational 
19 
climate of schools. 
19
navid C. Smith, "Relationship Between External Variables and the 
Organizational Climate Description Questionnaire" (unpublished Dissertation, 
Northwestern University, 1966) Dissertation Abstracts, 27: 2041A, 1967. 
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Kirk studied the behaviors of teachers new to a building in relation 
to the organizational climate and the dogmatism of the teacher. The major 
purpose was to investigate relationships among various groups of teachers 
in their levels of concern, their satisfactions in selected aspects of 
teaching, and their frequency of contact with professionals with whom 
they could discuss their concerns. In addition to the OCDQ, she used an 
20 
opinion survey which included Rokeach's "Dogmatism Scale." 
Petrie investigated change in organizational climate after leader 
succession and examined certain organizational and environmental vari-
ables for their relationship to change in organizational climate. In 
his study of fourteen elementary schools, the data indicated that there 
were significant changes in both leader and group behavior after leader 
succession. Group members were able to observe and record these changes 
in leader behavior. This study indicated that there were significant 
changes in all dimensions of leader behavior after leader succession. 21 
Boisen attempted to determine the degree of congruence between 
teachers' and principals' perceptions and expectations of climate. 
Three major conclusions of the study were as follows: 
1. There was greater divergence than congruence between 
20Trava Bennington Kirk, "Behaviors of Teachers New to a Building 
in Relation to the Climate of the School and the Dogmatism of the 
Teacher" (unpublished Doctoral Dissertation, Michigan State University, 
1965) Dissertation Abstracts, 26: 4381, 1966. 
21Thomas Alan Petrie, "Change in Organizational Climate After 
Leader Succession" (unpublished Doctoral Dissertation, Ohio State Uni-
versity, 1966) Dissertation Abstracts, 27: 1558A, 1966. 
r 
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teachers' and principals' perceptions and expectations 
for climate. 
2. The principals perceived the climates in their schools 
to be more open than the teachers perceived them. 
3. Teachers in all of the 71 schools held expectations 
f . 1. 22 or an optimum open c imate. 
A study to determine the relationship between some factors of 
organizational climate and some factors of teacher self-concept was 
completed by Brust in 1966. The OCDQ was used along with an instrument 
developed to measure self-concept. The major conclusions of the study 
were: 
1. It is interesting to note that aloofness and production 
emphasis showed no significant correlations with any of 
the four self-concept subtests. 
2. An interesting pattern can be seen in that when the 
eight subtests of OCDQ are separated into teacher-teacher 
relationships and principal-teacher relationships, it was 
found that very nearly half the positive and half the 
negative coefficients were found in each of these two 
groups. 
22Angeline G. Boisen, "The Relationship Among the Perceptions and 
Expectations Held by Principals and Teachers for the Organizational 
Climate of Elementary Schools" (unpublished Dissertation, The Univer-
sity of Maryland, 1966) Dissertation Abstracts, 27: 2763A, 1967. 
3. The research hypotheses indicated that there would be 
definite relationships between the measured factors of 
self-concepts and the factors of organizational climate 
as measured by the OCDQ. Out of a possible fifty-six 
relationships tested, twenty of these relationships 
were strong enough to be significant at the five per 
cent level or better. 
4. It would furthermore appear that in this study espirit, 
intimacy, thrust, and consideration had negative 
correlations with teachers' self-concept; and disen-
gagement, hindrance, aloofness, and production emphasis 
had positive correlations with teachers' self-concept. 
This pattern of negative and positive correlation co-
efficients was consistent across the four scores of 
self-concept except for two instances suggesting in 
their pattern that self-concept is a function of climate. 
5. The investigator (Brust) proposed that the purpose-task 
dimension must also be measured to be able to go the 
next step and predict whether the relationships between 
self-concept and organizational climate will be negative 
. . 23 
or positive. 
34 
23Norman Dale Brust, "The Relationship Between Some Factors of 
School Organizational Climate and Some Factors of Teacher Self-Concept" 
(unpublished Dissertation, The University of Illinois, 1966) Dissertation 
Abstracts, 27: 2021A, 1966. 
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La Gattuta explored the relationship of teacher perception of the 
organizational climate of a school and dogmatism of teachers in a sample 
of seven open and seven closed climate schools having a total of 271 pro-
fessional staff members. He used the OCDQ and the Rokeach "Dogmatism 
Scale" to gather data pertinent to seeking significant differences be-
tween means of teacher's dogmatism scores and schools whose climates 
were assessed as open or closed. The researcher was unable to identify 
any differences and explains this in terms of the tendency of a professional 
24 group such as teachers to exhibit lower dogmatism scores. 
In 1967, Palmer attempted to determine whether there was a signifi-
cant difference in the perceptions of the organizational climate of ele-
mentary schools by teachers possessing different latent role orientations 
of locals and cosmopolitans. The conclusions were as follows: 
1. Teachers were are heterogenous in their perceptions of 
organizational climate tend to be heterogenous in the 
local-cosmopolitan orientations. 
2. Locals and cosmopolitans tend to be uniform in their 
perceptions of the principals' behaviors, whereas the 
perceptions of the staff behaviors in the dimensions 
of espirit, disengagement, intimacy, and hindrance are 
24Nicholas Peter La Gattuta, "The Relationship of Teacher Perception 
of Organizational Climate to Dogmatism" (unpublished Dissertation, State 
University of New York at Buffalo, 1966) Dissertation Abstracts, 27: 
1594A, 1966. 
more closely related to the teachers' local-cosmosplitan 
scores. 
3. Cosmopolitans view espirit and disengagement more 
favorably than locals. 
4. The principal behavior of thrust may be an important 
determinant of the organizational climate in urban 
25 
school systems. 
Levy investigated the relationships of dogmatism and opinionation 
of principals to the organizational climate of elementary schools. He 
found that dogmatism and opinionation of principals were two facto~s 
which do not seem to influence greatly the social interactions be-
tween principals and teachers. The data in his study indicate that 
task-oriented, close supervision of subordinates was indicative of 
36 
closed-minded, authoritarian leadership, while motivation of subordinates 
by personal example was a reflection of open-minded, democratic leader-
26 
ship. 
Casey utilized the OCDQ in his 1971 study when he concluded that 
the perceptions of the secretary and the teachers of the principal's 
communication behavior and his use of different words in writing were 
significant differences in favor of the open climate and less-closed 
25Timothy A. Palmer, "The Relationship of Teacher Perception of 
Organizational Climate to Local Cosmopolitan Laten Role Orientation" 
(unpublished Dissertation, State University of New York at Buffalo, 1967) 
Dissertation Abstracts, 28: 1735A, 1967. 
26Maurice Levy, "The Relationship of Dogmatism and Opinionation of 
Principals to the Organizational Climate of Elementary Schools" (unpublished 
Dissertation, The University of Georgia, 1968)Dissertation Abstracts, 29: 
4233A, 1968. 
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climate schools. He also found the perception of teachers of the princi-
pals total administrative effectiveness in terms of decision-making, 
general administrative behaviors, and instructional leadership also 
favored the more open and less-closed climate schools. 27 
Taylor reported that in a study of schools over a five-year period 
that data did not support his hypothesis that schools with an open 
climate would become more open and schools with a closed climate would 
become more closed. However, the schools did remain in the same rela-
. . . 28 tive position. 
Staff perceptions of openness of organizational climate as not 
being related to student perceptions were reported in a study by Rank. 
He reported also that the staff perceptions of degree of aloofness and 
production emphasis are inversely related to the human and material 
support for learning in the school. It would appear from these results 
that apparent accessibility to human and material resources would in-
fluence staff perceptions. 29 
27 James Lavern Casey, "A Study of Relationships Between Organiza-
tional Climate and Selected Leadership Factors in Administration" (un-
published Dissertation, Oklahoma State University, 1971) Dissertation 
Abstracts, 33: 5150A, 1972. 
28Thomas Newton Taylor, "Organizational Climate Changes in Elemen-
tary Schools: A Cross Sectional Study" (unpublished Dissertation, Auburn 
University, 1972) Dissertation Abstracts, 33: 9400A, 1972. 
29Benjamin Harvey Rank, "Relationships Between Selected Teacher and 
Parent Characteristics, Organizational Climate and Student Perceptions 
of Environmental Press" (unpublished Dissertation, The University of 
Minnesota, 1972) Dissertation Abstracts, 33: 225A, 1972. 
r 
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Bowman reported the following significant factors of staff experi-
ences as related to changes in perceptions of teachers in the organiza-
tional climate of schools as: 
1. Discussion of the type of student the staff wanted 
to produce. 
2. Catalytic speeches by authorities in the field. 
3. Taking college courses relative to educational change. 
4. Visitation by staff members to schools open to change. 
5. Reading for knowledge base. 
6. Discussion of philosophy of learning and education, 
openly and without threat. 
7. Implementing change in the teaching-learning process. 
His conclusions include: 
1. Teachers change their role perception toward the 
personal dimension as educational change occurs. 
2. Individual schools can initiate and sustain change 
with district and university cooperation but without 
their direct involvement and supervision. 
3. There appears to be a relationship between teachers' 
role perceptions and the organizational climate of 
the schools. 30 
30Newell Keith Bowman, "The Effect of Cooperative Staff Experiences 
Related to Changes in the Role Perceptiorts of Teachers and the Organiza-
tional Climate of Schools" (unpublished Dissertation, Brigham Young 
University, 1972) Dissertation Abstracts, 33: 540A, 1972 
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Nelson concluded that the personality of the teacher may attribute 
variances in the measuring of organizational climate. In his study he 
utilized the OCDQ and the perception of the'administrative style of the 
principal to investigate relationships among teachers' perception of be-
havior of the principal and the organizational climate. After investi-
gating the relationships of variables of age, sex, years of experience 
under the present principal and difference in principals' age and that 
of the teacher, he concluded that the age of the teacher is a charac-
teristic that affects perception of factors of school climate. 31 
Roland examined the organizational climate in schools in an inno-
vative district. He used the "Organizational Climate Index" and found 
significant differences between exemplary and non-exemplary schools in 
age, position or grade taught, years work outside education, and years 
since last formal training. He did not find differences in terms of 
32 years of experience in present position nor in semester hours earned. 
CHANGE TOWARD OPEN EDUCATION 
The literature on change in elementary schools related to changing 
toward openness is limited by the recent utilization of the openness 
31Robert Houston Nelson, "Relationship Between Teacher Perception 
of Reinforcing Behavior of the Principal and the Organizational Climate 
of Elementary Schools" (unpublished Dissertation, Purdue University, 1972) 
Dissertation Abstracts, 33: 5360A, 1972. 
32Ronald William Roland, "A Study of Organizational Climate and 
Attitude of Selected Schools in an Innovative District" (unpublished 
Dissertation, Miami University, 1972) Dissertation Abstracts, 33: 5390A, 
1972. 
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concept. There is an abundance of literature pertaining to the culture of 
the school and change as Sarason states, "the conceptual complexity of 
the problem (study of the culture of a school) is not made any easier by 
a literature which is staggering in its size and range of quality. 1133 
Leadership in organizations has also been a fascination to researchers 
but although much has been written about the role of the principal as 
a leader, little of the literature deals with his relationship to the 
h 1 h 1 1 h h d . . 1 34 w o e sc oo cu ture - - to t e teac ers an pupi s. The amount of 
literature on change does appear staggering - - a bibliography prepared 
by Research for Better Schools contains a staggering number, approxi-
mately 900 entries, 35 but little is related to the purposes of this 
study. A review of literature related to open education provided a 
more productive source. 
Evans found that two different psychological styles could be identi-
fied amd empirically verified which in her judgment refuted the assertion 
,, 
that open education was vague and imprecise. Open classrooms could be 
33 Seymour B. Sarason, The Culture of the School and the Problem of 
Change, Allyn & Bacon, Boston, 1971, p. 1. 
34
camine M. Culver, Gary J. Hoban, Editors, The Power to Change: 
Issues for the Innovative Educator, McGraw-Hill, New York, 1973, p. 36. 
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discriminated from traditional classrooms but not into varying degrees or 
36 levels of openness. 
Walberg and Thomas reviewed 39 sources in an examination of the 
literature on open education. They concluded there "was an absence of 
systematic theorizing among open educators. Their ideas seem to derive 
intuitively from the practice of teaching." They found the literature 
to present open educators' views of the nature of teaching and the nature 
of children in schools to be descriptive in their examination of what 
were identified as the. most frequently cited and important open education 
writings. Only two of their sources are categorized as researchers - -
Barth and Rathbone cited below. 37 
Barth devotes a substantial part of his work (which was based on his 
dissertation) to the assumptions he finds underlying the work of open 
educators. He then describes his difficulties in attempting to implement 
many of these assumptions in a specific school. His 29 assumptions are 
useful for educators contemplating a change toward openness but fail to 
38 provide any discrimination between what is open and what is not. 
36Judith T. Evans, "Characteristics of Open Education: Results from 
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cation Development Center, Inc., Newton, Mass., 1971, ED 058 160. 
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Center, Inc., Newton, Mass., 1971, ED 058 164. 
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Press, Inc., New York, N.Y., 1972. 
42 
Rathbone, as did Barth, focused on an ideal based upon consensus of 
beliefs, hope, and practices. But he tempered his discussions both re-
lating to the basic assumptions and to his implications for teacher edu-
cation with a caution that, until hard research is available, one's sub-
jective judgment tempered by thoughtful deliberation must be utilized to 
determine the appropriateness of open education in any particular setting, 
or for any particular child. 39 
Both Barth and Rathbone, and probably .most, if not all, of the 
writers on open education, subscribe to the words of caution Rathbone 
expressed that "educational change (toward open education) unaccompanied 
by an integral, comprehensive philosophy cannot in the long run be sus-
tained. Nor perhaps should it be ••• those of us intrigued by open 
education would do well to examine meticulously two things: the princi-
ples on which this way of schooling rest and - even more important - our 
own beliefs. 1140 The assumptions of Barth are included in the Appendix to 
assist any reader. 
41 42 43 Popular critics of education like Holt, Kohl, and Kozol have 
39 Charles H. Rathbone, "Open Education and the Teacher" (unpublished 
Doctoral Dissertation, Howard University, 1970). 
40
charles H. Rathbone, Editor, Open Education: The Informal Classroom, 
Citation Press, New York, N.Y., 1971, p. 115. 
41 John Holt, How Children Fail, Pitman, New York, N.Y., 1964. 
42 Herbert Kohl, The Open Classroom, Random House, New York, N.Y., 1969. 
43 Jonathon Kozol, Death at an Early Age, Houghton Mifflin, Boston, 1967. 
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contributed to the literature on open education with helpful and thought-
provoking ideas. To a great extent the writings of these critics follow 
the narrative and descriptive pattern of most of the literature related 
to the concept of open education. This literature reinforces the notion 
that there are differences between open education and its more traditional 
counterpart even though there is .not agreement on all aspects of the 
idea of "open." 
A review of literature related to elementary schools changing toward 
openness located few that were pertinent to the purposes of this study. 
One difficulty in searching the literature on change is the wide range 
of meaning for the term "innovation" - - it is used to refer to major 
restructuring of education on one end of a continuum to something as 
limited as the changing of a textbook on the other. Appropriate to the 
purposes of this study was that portion related to the role of the prin-
cipal or teacher in effecting change or in being influenced by change 
rather than sources on any specific innovation or group of innovations. 
Flynn claimed that little attention has been given to how an inno-
44 
vation or other change might affect the teacher and the teachers' role. 
Butts and Raun, on the other hand, studied what type of teacher education 
44John Flynn, "The Changing Role of the Teacher," EducationalcTech-
nology, Vol. X, February 1970, p. 3-6. 
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program might be expected to produce the greatest change in perception 
of an innovation and the practice of an innovation. They found that since 
the teachers' competence in science is a key objective of the teacher 
education program (for science teachers) and since it appears to be re-
lated to both the change in the teachers' perception and practice of the 
curriculum innovation, the teache: education program has been successful 
45 in preparing teachers for change. It must be noted that this study only 
applied to preparation of secondary school science teachers and that no 
effort was made to include elementary teachers in the conclusion. 
Teachers from 37 schools ranked the principal as the chief initiator 
of innovation, in most cases, as compared to school board members, super-
intendent, department heads, teachers, parents, or other central office 
personnel. Mahan cautioned, however, that there was considerable variation 
from district to district and many other factors must be investigated. 46 
Reynolds found that impediments to change rested with the teaching staff. 
He reported two important factors - - the inability of the staff to reach 
concensus relative to group decision-making processes and the lack of 
45
navid P. Butts, Chester E. Raun, "A Study of Teacher Change," 
Science Education, Vol. LIII, February 1967, p. 38. 
46 James M. Mahan, "The Teachers' View of the Principal's Role in 
Innovation, 11 The Elementary School Journal, Vol. LXX, April 1970, p. 359-
396. 
45 
clarity of the staff with respect to instructional strategies. 47 While 
the principal may be perceived to be the initiator of change, change is 
not going to occur where the staff is not in agreement. D'Arrigo supports 
this with his findings that effective principals more frequently referred 
problems and followed the lead or suggestion of others in the treatment 
of problems. Less effective principals, on the other hand, made signifi-
cantly more immediate decisions themselves when confronted with prob-
lems. 48 
Lieberman reported that principals do indeed influence the social 
system of the school as a result of the studies completed in the eighteen 
schools that formed the League of Cooperating Schools that participated 
in the I/D/E/A (Institute for Development of Educational Activities, Inc.) 
research to design and test a strategy for educational improvement. She 
reported the evidence as overwhelming in favor of principals developing 
a climate in wQich teachers will be able to come to terms with the many 
stresses that accompany change. It also seems clear from this study 
that when the principal shares decision making with his staff, the 
teachers respond with greater enthusiasm. She concluded that research 
47Larry Reynolds, "Problems of Implementing Organizational Change in 
the Elementary School: A Case Study," (unpublished dissertation, Uni-
versity of Oregon, 1972) Dissertation Abstracts, 34: 2989A, 1973. 
48Peter D'Arrigo, "Decision Making for Staff Leadership," New York 
State Secondary Education, Vol. VII, 1969, pp. 8-9. 
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demonstrated "the principal can provide a powerful leadership role in 
changing the school culture by attending to the various means of organizing 
the school to look outside its walls, to work toward shared decision 
making, and to provide consistently for the support and needs of the 
49 
school faculty." 
This study was concerned with factors that influence change toward 
openness in elementary schools. The review of literature has indicated 
that while organizational climate has been extensively studied it has 
not been investigated in relation to open education. Change has been 
investigated in terms of innovations and the role of teachers and princi-
pals related to such change. No study examining these roles in relation 
to openness in elementary schools was located. Sarason pointed out a 
risk that is inherent in a study of this type that attempts to pinpoint 
or separate parts that may have to function together to work at all. He 
concluded that the dynamics of a whole school, not any individual persons 
or products within, control the results of innovation (or change). Good 
ideas and missionary zeal are sometimes enough to change the thinking and 
actions of individuals; they are rarely, if ever, effective in changing 
complicated organizations such as a school with traditions, dynamics, 
and goals of their own. 50 
49
carmen M. Culver, Gary Jo Hoban, Editors, The Power to Change: 
Issues for the Innovative Educator, Chapter 3, Ann Lieberman, "The Power 
o.f the Principal Research Findings," McGraw-Hill, New York, N.Y., 1973, 
p. 4 7. 
50 Seymour Sarason, The Culture of the School and the Problem of Change, 
Allyn & Bacon, Boston, 1971, p. 213. 
CHAPTER III 
RESEARCH FINDINGS 
This chapter reports the data analyzed in the discussions of 
the six major areas of concern in this study. Tables are included as 
a means of reflecting data relevant to the study. 
The fourteen elementary schools in the district were ranked from 
most to least changing and open. Twenty-two individuals who, by virtue 
of job assignment or responsibilities, would be expected to be reason-
ably and equally well acquainted with each of the elementary schools 
were asked to rank the schools. The writer requested the assistance 
of each individual personally, asked him to consider various factors and 
to rank the schools as he perceived them from most to least changing 
and open. Eighteen rankings were returned and are summarized in Table 
I. One respondent ranked only the four most changing and three least 
changing, and rated the remaining schools as equal. These were each 
given a ranking of 8, the midpoint of the interval 5-11, and are included 
in the table of rankings. 
The individual rankings were totaled to identify the three schools 
that formed the most changing group of schools and the three that formed 
the slow-to-change group of schools. The schools with the lowest total 
are those perceived as most changing; those having the highest total are 
those perceived as least changing or slow-to-change. Thus School H 
TABLE I 
RANKINGS OF SCHOOLS BY PERSONS OUTSIDE THE SCHOOL STAFF 
(1 Most Changing, 2 Next Most Changing, . . . . 14 Least Changing) 
SCHOOL RANKINGS 
H 4 2 1 1 1 2 1 1 4 2 3 1 2 3 1 6 2 4 
A 3 3 11 2 9 7 6 4 1 1 4 2 1 1 8 7 1 7 
J 8 5 5 4 2 4 7 2 2 4 1 5 4 4 8 10 10 6 
D 1 6 3 3 5 12 9 3 3 3 2 4 11 9 8 3 4 3 
N 6 11 12 8 3 1 2 5 6 5 6 6 7 7 4 2 9 12 
K 12 1 7 5 8 6 4 9 5 8 8 11 3 5 2 4 14 1 
F 5 10 4 6 6 11 12 6 7 6 7 3 12 2 14 1 11 2 
L 10 9 6 7 7 3 5 12 8 11 5 7 5 6 - 8 9 8 13 
E 7 14 10 10 4 5 3 7 11 7 10 8 6 8 8 12 3 8 
B 11 7 2 11 10 9 11 10 9 10 9 9 8 13 13 14 13 9 
I 2 12 14 13 14 8 8 14 13 9 11 12 13 11 12 5 5 14 
M 13 4 8 14 13 14 10 13 14 12 14 14 14 12 3 11 6 5 
G 9 8 9 9 11 13 14 8 12 14 12 13 10 10 8 13 12 10 
c 14 13 13 12 12 10 13 11 10 13 13 10 9 14 8 8 7 11 
TOTAL 
--
41 
78 
91 
92 
112 
113 
125 
139 
141 
178 
190 
194 
195 
201 
~ 
00 
-~ 
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(with the sum of individual rankings 41), School A (with 78), and School 
J (with 91) were identified as the three most changing and open schools 
and constituted the changing group of schools. School M (with 194), 
School G (with 195), and School C (with 201) were identified as the three 
least changing and constituted the slow-to-change group of schools. 
The six areas of major concern sought to determine if there were any 
variations in organizational climate or other characteristics of the 
schools and staff in the two groups of schools. First the data pertaining 
to organizational climate is reported. The OCDQ raw scores for staff 
members in each of the schools in the study are reported in Tables II, 
III, IV, V, VI, and VII. These scores are the means of the responses to 
I 
the items which compose each subtest of the OCDQ. Before the computation 
was performed, each item response was added to 5 to transform the scale 
from 1 through 4 to 6 through 9. The resulting subtest mean can have a 
value from 6 through 9. These means were multiplied by 10 and all further 
decimal values were rounded and dropped. Thus a subtest mean of 8.46 
would be reported as 85. For purposes of interpretations, a raw score of 
60 would correspond to a response of 1 on all subtest items (rarely occurs), 
70 wouid correspond to 2 (sometimes occures), etc. 
In Tables VIII through XIII, double standardized scores for each 
staff member are reported. Subtest scores were standardized normatively 
and ipsatively in a standard score system based upon a mean of 50 and a 
standard deviation of 10. Any score above 50 on a particular subtest 
indicates that an individual scored above the mean of the sample studied 
by Halpin and Croft, and that the score is above the mean of the samples' 
~ 
TABLE II 
Raw Scores for Each Staff Member - School H 
Production 
Disengagement Hindrance Esprit Int;irnacy Aloofness Emphasis Thrust Consideration 
60 71 83 87 77 72 82 75 
62 70 88 85 67 60 87 75 
70 73 85 77 67 65 81 73 
62 70 86 77 75 62 86 75 
62 68 80 78 64 65 83 65 
60 65 88 77 66 67 90 66 
62 70 88 78 74 67 90 85 
62 68 86 88 74 60 88 80 
69 66 85 78 70 65 83 78 
62 70 82 71 73 67 84 71 
60 70 89 77 71 71 84 65 
62 75 85 80 72 67 80 73 
63 65 88 81 72 64 87 80 
62 61 90 81 68 62 84 75 
63 71 85 81 73 67 81 71 
63 70 89 81 73 71 90 73 
65 73 89 90 72 70 90 90 
V1 
0 
TABLE III 
Raw Scores for Each Staff Member - School A 
Production 
Disengagement Hindrance Esprit Intimacy Aloofness Emphasis 
60 66 86 85 73 72 
61 63 86 85 70 68 
62 71 77 72 75 68 
75 75 76 71 72 72 
64 70 78 75 71 77 
80 73 73 70 73 77 
67 71 74 74 71 78 
65 80 81 74 73 75 
69 75 80 78 66 68 
68 71 74 77 67 72 
67 68 75 71 72 80 
67 75 73 75 67 75 
67 66 79 70 71 74 
68 71 79 74 71 71 
Thrust 
84 
83 
76 
73 
73 
. 72 
64 
73 
72 
73 
73 
66 
82 
66 
Consideration 
71 
71 
66 
68 
68 
61 
63 
63 
71 
70 
68 
65 
75 
65 
vi 
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TABLE IV 
Raw Scores for Each Staff Member - School J 
Production 
Disengagement Hindrance Esprit Intimacy Aloofness Emphasis Thrust Consideration 
66 70 75 72 70 71 68 70 
67 60 87 85 74 70 86 76 
68 60 73 70 70 71 70 70 
75 70 74 70 74 70 80 73 
67 66 69 70 68 75 66 70 
67 70 71 71 72 71 67 70 
63 60 80 71 74 67 76 66 
69 73 79 70 74 64 82 76 
74 73 78 78 70 71. 74 68 
66 65 79 74 71 67 81 75 
67 61 81 74 70 75 75 68 
67 66 73 68 74 72 77 76 
70 66 76 75 68 72 82 70 
70 68 80 78 72 67 72 68 
73 70 77 81 71 70 72 66 
74 71 78 74 74 68 75 75 
V1 
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TABLE V 
Raw Scores for Each Staff Member - School M 
Production 
Disengagement Hindrance Esprit Intimacy Aloofness Emphasis Thrust Consideration 
65 61 84 75 71 71 74 68 
70 71 80 82 71 70 61 63 
62 63 82 71 68 67 64 65 
63 70 79 75 70 68 61 65 
68 71 85 78 71 72 63 66 
63 70 83 71 67 67 67 66 
61 66 84 68 71 67 62 65 
60 61 89 74 65 71 65 66 
61 68 83 75 74 65 62 68 
67 63 75 74 67 70 73 66 
63 73 77 74 67 71 61 63 
60 71 85 70 68 70 67 63 
64 75 81 74 67 65 60 65 
67 66 71 74 70 70 63 68 
'61 65 88 68 65 70 65 63 
62 75 78 78 71 70 63 63 
\JI 
w 
TABLE VI 
Raw Scores for Each Staff Member - School G 
Production 
Disengagement Hindrance Esprit Intimacy Aloofness Emphasis 
66 60 78 78 72 65 
62 68 77 75. 75 64 
72 60 78 60 68 70 
62 63 79 77 71 67 
72 68 80 60 76 72 
63 65 77 71 75 71 
62 65 79 71 72 64 
60 60 84 81 76 64 
62 63 79 81 73 61 
62 66 73 72 73 67 
64 66 79 78 72 68 
70 73 76 65 73 71 
73 65 70 71 67 64 
65 68 73 67 66 67 
\ 
Thrust 
80 
87 
78 
84 
74 
88 
86 
90 
86 
80 
83 
77 
64 
77 
Consideration 
73 
76 
65 
76 
71 
63 
85 
85 
71 
73 
75 
60 
63 
63 
V1 
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Disengagement Hindrance 
66 68 
67 71 
63 75 
64 68 
63 66 
66 70 
64 68 
60 60 
63 61 
67 66 
67 71 
66 71 
• 
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TABLE VII 
Raw Scores for Each Staff Member - School C 
Esprit Intimacy Aloofness 
81 74 73 
83 84 72 
80 80 73 
84 80 74 
77 75 70 
83 78 73 
74 74 75 
83 77 67 
89 77 74 
80 84 72 
85 82 72 
85 78 77 
Production 
Emphasis 
72 
70 
71 
65 
68 
71 
68 
68 
67 
65 
67 
77 
Thrust 
82 
77 
76 
74 
70 
76 
66 
73 
76 
73 
72 
82 
Consideration 
73 
70 
68 
66 
70 
68 
70 
65 
68 
70 
68 
81 
\JI 
\JI 
-
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TABLE VIII 
Climate Similarity Scores Identification for Each Staff Member - School H 
OPEN AUTONOMOUS CONTROLLED FAMILIAR / PATERNAL CLOSED 
83 42 72 79 96 76 
47 40 90 51 88 104 
72 71 99 44 69 77 
55 30 74 63 98 94 
60 61 87 68 85 91 
26 55 85 68 91 101 
48 43' 81 50 91 105 
56 31 87 48 89 101 
55 52 110 21 70 98 
57 42 62 83 102 98 
58 59 69 82 99 91 
74 43 69 72 109 87 
41 34 96 41 92 112 
35 32 98 43 88 110 
74 37 71 72 109 81 
40 37 79 68 101 103 
52 41 91 38 77 107 
V1 
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OPEN 
68 
50 
98 
112 
108 
117 
119 
107 
90 
106 
111 
115 
88 
110 
------------ " I Ill 
TABLE IX 
Climate Similarity Scores Identification for Each Staff Member - School A 
AUTONOMOUS CONTROLLED 
37 67 
33 81 
67 71 
. 
113 79 
89 65 
116 80 
108 72 
100 66 
85 103 
101 99 
106 66 
110 82 
101 77 
97 79 
FAMILIAR 
72 
58 
100 
90 
98 
95 
97 
107 
62 
76 
101 
87 
64 
80 
PATERNAL 
95 
89 
105 
. 59 
89 
54 
82 
96 
73 
65 
74 
78 
49 
83 
CLOSED 
89 
99 
57 
31 
51 
24 
36 
56 
67 
37 
38 
42 
83 
39 
Vt 
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TABLE X 
Climate Similarity Scores Identification for Each Staff Member - School J 
OPEN AUTONOMOUS CONTROLLED FAMILIAR PATERNAL CLOSED 
108 99 87 82 71 37 
60 33 91 54 91 97 
98 93 99 70 51 37 
98 91 89 76 53 43 
105 112 86 85 62 38 
112 97 87 90 75 27 
77 46 82 79 100 76 
92 83 79 60 67 73 
104 99 101 66 63 37 
75 56 110 29 76 90 
93 82 76 71 78 60 
102 93 91 82 63 57 
86 85 103 52 39 47 
98 67 99 56 83 49 
107 88 104 69 70 38 
96 87 101 68 63 39 
Vt 
00 
~ 
TABLE XI 
Climate Similarity Scores Identification for Each Staff Member - School M 
OPEN AUTONOMOUS CONTROLLED FAMILIAR PATERNAL CLOSED 
79 64 90 79 96 68 
107 84 90 75 88 46 
80 81 77 90 101 63 
98 77 73 86 97 57 
96 83 81 82 91 51 
74 Si 83 86 99 71 
74 79 73 100 99 63 
59 76 86 79 82 76 
81 54 80 85 106 68 
99 86 106 61 56 40 
105 96 76 85 88 52 
74 91 63 llO 103 69 
90 83 83 80 97 67 
110 91 97 76 71 33 
67 94 76 93 82 66 
105 78 74 93 104 58 
V1 
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TABLE XII 
Climate Similarity Scores Identification for Each Staff Member - School G 
OPEN AUTONOMOUS CONTROLLED FAMILIAR PATERNAL 
78 45 105 44 79 
60 45 91 60 87 
87 88 70 65 48 
54 37 99 44 89 
106 89 73 84 65 
68 65 81 94 87 
49 58 90 53 80 
55 30 86 43 94 
62 29 91 52 95 
72 49 91 64 85 
61 34 98 47 82 
119 108 62 97 66 
103 96 100 71 64 
97 114 86 79 56 
CLOSED 
81 
87 
68 
105 
53 
79 
104 
100 
91 
73 
92 
44 
32 
52 
0\. 
0 
......... 
TABLE XIII 
Climate Similarity Scores Identification for Each Staff Member - School C 
OPEN AUTONOMOUS CONTROLLED FAMILIAR PATERNAL 
82 47 89 72 85 
85 66 90 71 96 
101 68 70 97 108 
84 43 87 78 111 
90 71 95 76 87 
93 62 84 87 106 
102 71 93 86 89 
62 53 83 78 97 
59 42 84 75 108 
89 58 100 59 88 
87 62 88 75 104 
80 53 81 72 91 
CLOSED 
77 
64 
60 
71 
67 
64 
51 ~ 
81 
80 
64 
64 
77 
°' I-' 
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subtest scores. The school means were then computed for each of the 
eight subtests of the OCDQ. The raw means were standardized using the 
means and standard deviations from the original Halpin and Croft sample 
of 71 scores. The resulting standardized scores were converted to have 
an expected mean of 50 with a standard deviation of 10. These school 
means are reported in Table XIV. There appeared to be little difference 
to be noted from the scores reported by individual staff members. One 
indication of a difference might be indicated in the number of 90 scores 
(very frequently occurs) that appears for individual respondents in 
School H (7) when no more than one appears in the scores for the staff 
members in the other five schools. This difference did not appear to 
produce obvious differences for School H in terms of the school means. 
The climate profile for each school in the study can be compared to 
the prototypic profiles to determine which climate the school is most 
like. These are from the double-standardized school means (standardized 
both normatively and ipsatively). The scores reported in Table XV in-
dicated the amount of each of the dimensions of climate that were 
present in each school. Thus School H indicated comparatively high in-
timacy and high esprit but low thrust. Again this is not as clearly 
shared by the other members of the slow-to-change group of schools. No 
clear distinctions or differences between the groups are indicated at 
this stage. 
Climate similarity scores were computed by sunnning the absolute 
value of the difference between profile scores and each prototypic 
profile. These scores indicate which prototypic profile the score is 
SCHOOL DISENGAGEMENT 
' H" 43 I Changing A Group 52 
J 57 
Ml 44 G Least 48 \ Changing 
C Group 47 
~ 
TABLE XIV 
SCHOOL MEANS NORMATIVELY STANDARDIZED 
HINDRANCE ESPRIT INTIMACY ALOOFNESS PRODUCTIVITY 
49 60 65 50 39 
52 44 55 49 53 
45 42 53 51 46 
48 51 53 44 44 
42 43 49 52 40 
47 52 62 53 44 
THRUST 
56 
37 
39 
22 
49 
39 
CONSIDERATION 
54 
42 
48 
39 
49 
46 
°' w 
~ 
SCHOOL DISENGAGEMENT HINDRANCE 
:j Changing 40 46 
56 56 Group 
J 64 45 
M~ Slow to 51 54 G Change 53 39 
C Group 47 47 
TABLE XV 
SCHOOL CLIMATE PROFILE SCORE 
ESPRIT INTIMACY ALOOFNESS PRODUCTIVITY 
58 64 47 35 
44 60 51 56 
40 58 55 47 
57 59 51 50 
42 55 62 36 
54 67 56 44 
THRUST CONSIDERATION 
54 52 
33 41 
36 50 
29 45 
55 54 
36 46 
"' +:--
.""' 
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most like or most unlike. The climate of the school is indicated by the 
relative size of these scores with the lowest score indicating the most 
likely climate type for the school. To be assigned a climate type, 
based on the standard of the Halpin and Croft sample, one of the simil-
arity scores must be small enough, a maximum of about 45, to say that the 
profile is like one of the prototypic profiles. The climate similarity 
scores for each school are reported in Table XVI. Of the three schools 
ranked as most changing and open, A and J had a closed climate as indi-
cated by the OCDQ. School H, the third school in this group, had an 
autonomous climate as identified by the lowest score. Among the three 
schools in the slow-to-change group of schools no clear indication of 
the six climates appeared (School G has a score of 45 in both autonomous 
and familiar climate - clearly not an indication of a single climate 
profile for that school). The lack of an identifiable climate for any 
of the schools in the slow-to-change group may be an indication that 
faculty members are unclear or uncertain about the way things are in 
their building, a condition that may also have been indicated by the 
greater frequency of either ''rarely occurs 11 or "very frequently occurs 11 
responses among the staff of School H, the one ranked as most changing, 
when compared to the other schools. 
In an effort to further identify what the climate profile would be 
for each of the groups of schools, the same scoring procedures were per-
formed collectively for each group. The resulting climate similarity 
scores are reported in Table XVII. Again, a maximum score of about 45 is 
TABLE XVI 
SCHOOL CLIMATE SIMILARITY SCORES 
SCHOOL OPEN AUTONOMOUS CONTROLLED FAMILIAR 
HL 47 31 86 52 
119 99 80 88 
101 78 106 63 
/ 
1s1~ to 92 79 77 87 G Change 73 45 109 45 
C Group 83 50 82 80 
PATERNAL 
91 
79 
60 
96 
77 
102 
CLOSED 
106 
38 
35 
57 
78 
68 
°' 
°' 
,,,.. 
TABLE XVII 
CLIMATE SIMILARITY SCORES FOR GROUPS OF SCHOOLS 
OPEN AUTONOMOUS CONTROLLED FAMILIAR PATERNAL 
Most Changing and Open Group 86 59 98 60 89 
Least Changing and Open Group 89 55 85 79 100 
CLOSED 
65 
64 
°' 
" 
·~ 
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necessary in order to assign a climate type. Neither group had a score 
below or near 45 so that classification in one of the profiles was not 
possible. In terms of the lowest score indicating a likely climate type, 
both groups were most likely to have an autonomous climate, a climate 
classification only indicated for School H as determined by individual 
school scores. The changing group of schools was least likely to have a 
controlled climate while the slow-to-change group was least likely to have 
a paternal climate. 
According to the criteria established by Halpin and Croft with 
their original sampling, no organizational climate could be identified 
for either the group of changing schools or the group of slow-to-change 
schools. Therefore no observable differences in the organizational 
climate can be found between the two groups. 
The survey instrument was completed by faculty members in each of 
the schools. Not all responded to every item. Table XVIII reports the 
data on characteristics of background, training, and experience of the 
faculty in each group of schools. Table XIX reports expenditures and 
enrollment data for each group and for the total district. An examin-
ation of these tables revealed observable differences (as demonstrated 
by exceeding ten per cent). 
Among the most noticeable of the differences was the comparative 
average ages of the school buildings. The three schools in the slow-to-
change group were among the oldest schools in the district, two having 
TABLE XVIII 
FACULTY CHARACTERISTICS 
Sex: Female 
Male 
Age: Under 30 years of age 
30-49 years of age 
50 years of age and over 
Training: Bachelor's Degree 
Master's Degree 
Experience: Less than 2 years 
2-10 years 
11 or more years 
Present Plans: Remain in present 
position 
Leave teaching 
Seek promotional 
position in education 
Teach elsewhere 
Pursue graduate degree 
in teaching or 
education 
Pursue graduate degree 
in administration 
Pursue graduate degree 
in curriculum 
instruction 
No further plans 
Elementary School 
Attended: Public 
Parochial 
In urban location 
In suburban location 
In rural location 
Had one or more 
siblings in home 
while attending 
Changing Group 
of Schools 
Number 
36 
4 
19 
14 
7 
30 
10 
2 
29 
9 
28 
4 
6 
2 
15 
2 
7 
16 
31 
9 
17 
18 
5 
37 
% 
90 
10 
47.5 
35 
17.5 
75 
25 
5 
72.5 
22.5 
70 
10 
15 
5 
37.5 
5 
17.5 
40 
77.5 
22.5 
42.5 
45 
12.5 
92.5 
69 
Slow-to-change 
Group of Schools 
Number 
31 
4 
13 
12 
7 
27 
8 
4 
16 
15 
26 
1 
2 
1 
14 
2 
0 
13 
30 
5 
11 
20 
5 
31 
% 
88.6 
11. 4 
37.1 
34.3 
20 
77 
22.9 
11.4 
45.8 
42.8 
74.3 
2.9 
5.7 
2.9 
40 
5.7 
0 
37.1 
85. 7 
14.2 
31.4 
57.1 
14.3 
88.6 
-~ 
TABLE XIX 
Faculty, Enrollment and Expenditure Data 
Changing Slow-to-Change 
Schools District Schools 
Faculty size 46 264 45 
Student Enrollment 1163 6250 1167 
Student/faculty ratio 25.3 23.7 25.9 
Faculty salaries $428,408.00 $ 2,419,965.00 $467 ,571.00 
Per faculty member 9,313.22 9,166.53 10,390.60 
Per student 368.36 387.19 400.67 
Expenditures for Instructional Materials 
Library materials $ :··2,003.00 $ 13,275.00 "$ 2,884.00 
Per student 1. 72 2.12 2.47 
Teaching Aids and Supplies $ 8,657.00 $ 31,318.00 $ 6 '972. 00 
Per student 7.44 5.01 5.97 
Textbooks $ 10,972.00 $ 59,370.00 $ 12,161.00 
Per student 9.43 9.50 10.42 
Instructional Equipment $ 3, 776.00 18,073.00 3,052.00 
Per student 3.25 2.89 2.62 
Total Expenditures $453,816.00 $ 2 ,542 ,001. 00 $492,646.00 
Per student 390.21 406. 72 422.15 
Average age of Building, 
original construction 7.3 years 15.8 years 27.3 years 
-...J 
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been constructed before 1938 and the other in the early 1960's. The 
average age of the slow-to-change group was more than three times the 
average age of the buildings in the changing group where none of the 
schools was more than 10 years old. 
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The faculty in the slow-to-change group had considerable more ex-
perience than the faculty of the changing group. Forty per cent of the 
faculty in the slow-to-change group had eleven or more years' experience 
as compared to less than 25 per cent in the other group. This difference 
was also reflected in the higher salary per faculty member in the slow-
to-change group. (The district salary schedule is typical of most school 
districts in that regular salary increases are provided for years of ex-
perience up to sixteen years as well as for training in units of eight 
semester hours between a bachelor's degree and master's degree and for 
four steps above the master's degree). It must be noted that the salary 
figures for the most changing group of schools were also above the 
district average -- an indication that the faculty in this group rep-
resented more experience than the district as a whole. The faculty of 
both groups showed an approximate three to one ratio between holders of 
a bachelor degree and those having earned an advanced degree -- an in-
dication that the salary difference was essentially attributable to 
experience rather than a result of training or combination of training 
and experience. 
There are differences to distinguish the groups in terms of plans 
for changing position or pursuing further study. There is a portion, less 
r 
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than 25 per cent, of the faculty of the changing group that indicated a de-
sire to change positions, either to leave teaching or to seek some kind of 
promotional position in education. Approximately the same portion has in-
dicated plans to earn an advanced degree in educational administration or 
in curriculum and instruction rather than in teaching or general education. 
This contrasts with a much smaller portion, about eight per cent, of the 
faculty in the slow-to-change group that indicated similar plans. The 
faculty of the changing group has indicated more plans for additional 
training and this difference clearly exceeds ten per cent. 
There was little difference between the groups in reported expendi-
tures for instructional materials and equipment. The most changing group 
expended $25,408 or $21.85 per student while the slow-to-change group ex-
pended $25,069 or $21.48 per student. Under the PPBS system implemented 
in the district, the faculty members divided a per pupil allocation for: 
instructional materials, library materials, teaching aids and supplies, 
textbooks, and instructional equipment. Over a period of years, it is 
anticipated that expenditures in these various categories will tend to 
even out. Thus although there were differences in the various categories 
that exceed ten per cent, for the purposes of this study the total of 
expenditures for instructional materials and equipment have been con-
sidered to be the important figure. (Should a study be conducted over 
a five year period following full implementation of PPBS in this dis-
trict the pattern that a staff follows in allocating to the various 
categories might shed some insight on the factors that influence the 
r 
rate and direction of change. However, in this study the faculty had 
had limited experience in allocated budget resources; therefore, only 
the total was considered in making comparisons.) 
The difference in total expenditure between the two groups was 
clearly a reflection of the higher salary cost for the slow-to-change 
group. The average salary of a faculty member in the slow-to-change 
group exceeded that of a member in the changing group by $1,077.38 or 
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11.6 per cent. This was also apparent in differences exceeding ten per 
cent in a number of faculty under 30 years of age as well as in the number 
of years experience. The faculty in the changing group had a greater per-
centage in the 2-10 year span of experience while the faculty in the slow-
to-change group had a greater percentage in the eleven years and over 
category -- another indication of the greater experience of the faculty 
. members in the slow-to-change group of schools. A greater percentage of 
the faculty of the changing group attended elementary school in an urban 
location as compared to the faculty of the slow-to-change group who re-
ported attending in a suburban location. One final difference to be 
noted is the number of faculty members in the changing group of schools 
who indicated plans to pursue a graduate degree in curriculum and in-
st ruction while none in the other g·roup reported such plans. There are 
a number of differences exceeding ten per cent in the composite char-
acteristics of the faculties and schools. 
The absence of an identifiable organizational climate for either 
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the changing group or the slow-to-change group under the criteria established 
by Halpin and Croft made it impossible to identify any composite character-
istics that correspond to an organizational climate. 
The perceptions of faculty involvement in curriculum development both 
as a collective entity and personal involvement are reported in Table XX. 
The faculty of the changing group perceived much greater involvement for 
the total faculty: 85 per cent reported perceiving extensive involvement 
as compared to only 20 per cent for the faculty of the slow-to-change group 
perceiving the same status. A similar difference is reported for personal 
involvement: 45 per cent of the changing group as compared to just over 
25 per cent for the slow-to-change group perceived themselves as exten-
sively involved. The faculty of the changing group of schools also re-
ported greater satisfaction with the existing status of curriculum, ex-
ceeding a ten per cent difference in categories of moderate or high 
satisfaction. This data is reported in Table XX.I. 
Faculty members in both groups of schools were also asked to rank the 
individual or individuals who conceivably might influence the changes 
occurring in their building. These were ranked from one ( most in-
fluence) to seven (least influence). The building principal was per-
ceived to have greatest influence by the faculty members in the most 
changing group of schools while the team leaders or grade level leader 
received that ranking from the other group. Of particular note was the 
comparatively greater influence principals of other schools were per-
ceived to have had among the faculty members of the slow-to-change 
TABLE XX 
PERCEPTIONS OF INVOLVEMENT IN CURRICULUM AND STATUS OF CURRICULUM 
Faculty Involvement in Curriculum 
Development 
Extensively involved 
Moderately involved 
Somewhat involved 
No or very limited involvement 
Personal Involvement 
Extensively involved 
Moderately involved 
Somewhat involved 
No or very limited involvement 
Total Faculty 
Slow-to-Change 
Changing Group Group 
Number 
34 
5 
1 
0 
18 
9 
5 
3 
40 
% 
85 
12.5 
2.5 
0 
45 
22.5 
12.5 
7.5 
100 
Number 
7 
,14 
4 
8 
9 
10 
9 
7 
35 
% 
20 
40 
11.4 
22.9 
25.7 
28.6 
25.7 
20 
100 
~ 
vi 
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TABLE XXI 
PERCEPTION OF PRESENT STATUS OF CURRICULUM 
Satisfaction with existing status of curriculum 
Highly satisfied 
Moderately satisfied 
Somewhat satisfied 
Moderately dissatisfied 
Highly dissatisfied 
Total Faculty 
Most Changing Group 
Number % 
18 45 
20 50 
2 5 
0 0 
0 0 
40 100. 
Slow-to-Change Group 
Number % 
6 17.1 
11 31.4 
14 40 
2 5.7 
0 0 
35 100 
--.J 
0\ 
·~ 
Individual (s) 
Building Principal 
Team Leader, grade level 
leader 
Director of Instruction 
Superintendent 
University personnel 
Principals in other 
schools 
Business Manager 
TABLE XXII 
INDIVIDUALS WHO INFLUENCE CHANGE 
Changing Group 
Sum of Composite 
Individual Ranking Rank 
68 
105 
171 
175 
186 
242 
267 
1 
2 
3 
4 
5 
6 
7 
I 41 i PJJ. 1. '111111 
Slow-to-Change Group 
Sum of 
Individual Ranking 
91 
57 
100 
130 
132 
122 
156 
Composite 
Rank 
2 
1 
3 
5 
6 
4 
7 
'1 
'1 
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schools. The differences in rankings, as well as the differences exceed-
ing ten per cent in the perceptions of curriculum status and involvement 
in curriculum development, serve to identify variations between the 
faculties of the two groups of schools. 
Table XX:III reports the perceptions of the faculty members of the 
change status of their school. They were asked whether they perceived 
their school to be among the most changing and open, somewhere in the 
middle, or among the least changing and open -- as compared to all the 
elementary schools in the district. Eighty-five per cent of the faculty 
in the most changing group of schools reported they perceived their school 
to be in that group (among the most changing and open). However, the 
faculty members of the slow-to-change group perceived their schools 
to be somewhere in the middle with only about one-fourth perceiving 
their school among the slow-to-change (or "least changing") group. 
There is an observable difference in the perception of the faculty of 
the slow-to-change group as compared to the perception of persons out-
side the school; only 25 per cent of the faculty members have the same 
perception. Much greater agreement with the perceptions of persons 
outside the school was reported by staff members of the changing group 
than those of the slow-to-change group -- 85 per cent as compared to 
25 per cent. 
Faculty members also ranked their perceptions of the influence of 
various experiences on their present practice and philosophy. These 
results are reported in Table XX:IV. Neither group ranked the contacts 
TABLE XXIII 
PERCEPTIONS OF CHANGE STATUS BY FACULTY 
Changing Group 
Number % 
Among the most changing 34 85 
Somewhere in the middle 6 15 
Among the least changing 0 0 
Total faculty 40 100 
Slow-to-Change Group 
Number % 
1 2.9 
25 71.4 
9 25.7 
35 100 
"-J 
\0 
~ 
TABLE XXIV 
RANKING OF PERCEPTIONS OF EXPERIENCES AS INFLUENCES ON PRESENT PRACTICES 
Changing Group Slow-to-Change Group 
•Sum of Individual Composite Sum'of Individual Composite 
' Rankings Rank ' Rankings Rank 
Involvement in Curriculum Planning 134 1 127 4 
Non-credit workshops and seminars 156 2 115 1 
Credit courses leading to graduate degree 169 3 126 3 
Visitations to schools outside the district 172 4 122 2 
Undergraduate courses 207 5 134 5 
Visitations to schools within the district 227 6 156 6 
Visitors from within the district 280 7 210 9 
Visitors from outside the district 282 8 207 8 
Elementary school experience as student 289 9 179 7 
00 
0 
.. ,...... 
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with visitors from outside the school or visitations to other schools in 
the district above six (with 9 the lowest ranking possible for an experi-
ence). Visitations to schools outside the district did receive a com-
paratively high ranking by faculty members of both groups. The faculty 
members also reported the estimated number of visitation ~ made and the 
estimated number of contacts with visitors who came to their school during 
the past three years. These are tabulated in Table XXV. Table XXVI re-
ports that same data from a different perspective -- presenting the 
average number of contacts per faculty member both for visitations and 
for contacts with visitors and a year-by-year report of the number of 
each. 
For each category in Table XXV, faculty members in the changing 
group report from 26 per cent to 135 per cent more contacts with visitors. 
In comparing average contacts per faculty member, the most changing group 
has from 11 per cent to 105 per cent more contacts reported. The faculty 
of the changing group reported more contacts with visitors and they per-
ceived their change status as did persons outside the school while the 
faculty of the other group of schools did not. 
TABLE XXV 
VISITATIONS AND CONTACTS WITH VISITORS 
Visitations to schools outside district 
Visitations to schools within district 
Discussions with visitors from outside district 
Discussions with visitors from within district 
Changing Group 
65 
53 
87 
80 
I 
Slow-to-Change Group 
39 
42 
37 
38 
00 
N 
............ 
TABLE XXVI 
CONTACTS WITH PERsONS OUTSIDE THE SCHOOLS 
I 
I Visited schools within 
district 
Changing Group 
Average per 1 Number of contacts 
faculty member 1 70-71 , 71-72 . 72-73 ; 
1. 33 12 20 21 i 
Visited schools outside 
district 
i: 
Total visitations 
· Discussion with visitors 
from within district 
Discussion with visitors 
from outside district 
Total contacts 
with visitors 
Total contacts visitors 
and visitations 
Average per 
1.63 
2.95 
2.00 
2.18 
4.18 
7.13 
18 26 21 
r ! 30 46 I 42 
16 25 39 
17 l 27 f 43 
! i 
33 52 82 
63 98 124 
·· faculty member 1. 58 2. 45 3 .1 
Ii 
;: 
11 
,. 
Slow-to-Change Group 
Average per Number of contacts 
I 
facultl member 1 70-71 71-72' 72-73 
I 
1. 20 I 10 14 18 I 
i 
I i ' I I 
1.11 i 15 15 i 9 
' 
2.31 25 29 27 
l i 1 
i i 
1.09 10 I 13 1, 15 
I 
i I I 
1.06 10 ' 14 I 13 
i 
2.14 20 I 27 28 
i 
I 
I 
' I 
4.46 45 ' 56 55 
I 
! 
1.29 I 1. 60 1. 57 
' 
CXl 
w 
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CHAPTER IV 
SUMMARY AND DISCUSSION 
This chapter presents a summary of the findings of this study, a 
discussion of the findings, conclusions and implications drawn from these 
findings, and recommendations for further study. 
SUMMARY 
The purpose of this study was to attempt to identify some specific 
characteristics of schools and staff members in a group of changing 
schools and in a group of slow-to-change schools and to look for mean-
ingful differences in these characteristics. In a school district with 
fourteen elementary schools, three were identified as "most changing" 
and three as "least changing" (or slow-to-change") t;hrough the 
perceptions of eighteen individuals who ranked the schools from most to 
least changing and open. An attempt was made to identify the organiza-
tional climate (as defined by Halpin and Croft) for the individual 
schools and for the groups of schools. Using the criteria developed by 
Halpin and Croft for interpreting the results of the OCDQ, each of the 
three schools in the changing group had an identifiable climate, but no 
composite climate for the group could be found. For schools in the slow-
to-change group there was no identifiable organizational climate for in-
dividual schools or for the group as a composite. 
The faculty members in the group of more changing and open schools 
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reported less experience, expressed more plans for graduate study in ed-
ucational administration or curriculum and instruction, and had a great-
er percentage of staff who had attended elementary school in an urban 
environment, This group of faculty members perceived itself to be ex-
tensively involved in curriculum development (although somewhat less as 
individuals than as a group), and to be "moderately" to "highly" satis-
fied with the existing status of curriculum. The involvement in curri-
culum planning was reported to be the most important influence on their 
practices and philosophy by the faculty members in this group. They re-
ported considerably more contacts with persons from outside their school, 
both in making visitations to other schools and in talking with visitors 
that came to their building. This group worked with students in a com-
paratively new facility and expended essentially the same amount for 
instructional materials when compared with the other faculty group, 
These staff members perceived their school as among the most changing 
and open schools in the district. 
The faculty members in the group of slow-to-change schools reported 
more experience and received correspondingly higher salaries. A much 
smaller portion of this faculty group indicated plans to change positions 
or leave teaching and reported plans for further graduate work concen-
trated toward an advanced degree in teaching or general education. 
Their elementary school experience tended to be more in public schools 
and in a suburban setting when compared to the other group. On a per 
pupil basis the faculty of the slow-to-change schools expended essenti-
r 
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ally the same amount for instructional as did the faculty in the chang-
ing group, but they worked in a much older building. As a group they 
did not perceive themselves as involved in curriculum development nor 
were they as satisfied with the existing status of curriculum, They did 
not rank their building principal as high in influencing change but con-
sidered principals of other schools to be of greater influence than did 
their counterparts in other groups, Visitations to other schools were 
ranked by this group as an important influence on their present prac-
tices, yet they reported considerably fewer contacts with outside persons. 
As a group they perceived their schools to be somewhere in the middle, 
neither among the more changing and open schools nor among the least 
changing and open schools, 
Differences in characteristics were found in age of school building, 
years of teaching experience of the staff, plans for pursuing graduate 
study, perception of involvement in curriculum planning, number of re-
ported contacts with persons outside the school and the perception of 
persons who ranked the schools in the district. No differences were 
found in organizational climate, expenditures for instructional materials, 
educational training of the staff members, or sex of the faculty members. 
DISCUSSION AND CONCLUSIONS 
In this study it was not possible to identify a characteristic 
organizational climate for either groups of schools nor for the indivi-
dual schools in the slow-to-change group. As a result of these findings 
r 
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it does not seem that organizational climate, as measured by the OCDQ of 
Halpin and Croft, is a useful characteristic in studying elementary 
schools as changing or slow-to~change entities. Conceptually there must 
be some "climate11 in every school. The inability of the OCDQ to identify 
a climate in each of the slow-to-change schools may be attributable to 
any of several factors or a combination of factors. Among the possible 
factors might be: 
1. The OCDQ, developed and standardized under conditions of the 
early 1960's, may no longer be an adequate instrument for 
identifying organizational climate after more than ten years 
of changes in public elementary schools. 
2. An organizational climate profile labeled "confused" may exist 
at some times in any particular school. Such a climate could 
conceivably result at a time when changes are occurring within 
a building and might be an indication of 
a). a transition from one climate to another 
b) existence of two or more separate profiles resulting from 
a team or departmentalized organizational pattern, or 
school within a school concept 
c) the recent introduction of a staff member -- particularly 
a new team leader or principal -- whose role and abilities 
may be somewhat unclear. 
3. Organizational climate may be influenced by the overall school 
community -- i.e., parents' organizations, political factors, 
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teacher unions -- that are not assessed by the OCDQ. 
There may be better indicators of change toward openness through an 
analysis of the different dimensions of climate rather than in the 
climate profile. Hayes has indicated that the esprit score seemed to be 
the best single indicator of openness in a school. 1 The esprit scores 
2 for the individual buildings in this study showed no observable differ-
ence between schools in the changing group and those in the slow-to-
change group. If anything, it showed the schools in the slow-to-change 
group to be slightly higher in esprit -- which, if interpreted as an in-
dication of openness, would not be consistent with the findings of this 
study. However, if esprit is the best single indicator of openness in 
a school then there may be one dimension, or perhaps a combination of 
two or more dimensions, that may be a better indicator of the change 
status of a school that is moving toward openness than was the attempt 
to identify an organizational climate for each school. 
This study showed a considerable difference in the age of the 
schools in the two groups. The schools in the changing group are rela-
tively new buildings while those in the other group are clearly older 
schools. Whether this was an important factor or not was not a part of 
this study. It is a factor that should be weighed by the district ad-
1 Andrew E. Hayes, "OCDQ Scoring Service, 1973", University of North 
Carolina, Chapel Hill, unpublished, pp. 1-2. 
2 See Table XIV, p. 63 and Table XV, p. 64. 
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ministration and the staff of a school if any efforts are to be made to 
have those schools perceived as slow-to-change or least changing become 
more involved in change activities. However, it is possible that the age 
of the school is of no consequence and, without further study, no conclu-
sion regarding age of the building should be drawn. 
The background characteristics of the faculty members indicated a 
staff that is somewhat younger and less experienced in the changing group 
of schools. This difference must be tempered by the information that the 
average salary per faculty member in this group was above the district 
average. This faculty was not inexperienced in terms of the pattern of 
all elementary teachers in the district, onlJ less experienced than their 
colleagues in the slow-to-change group. 
The difference in indicated future plans merits further discussion. 
The faculty members in the changing schools reported more plans to seek a 
change in position -- either through directly indicated plans to change 
jobs or leave teaching or through pursuit of an advanced degree in educa-
tional administration or curriculum and instruction, either of which would 
open new possibilities for a change in position. Further study is needed 
to determine if that portion of the faculty motivated to pursuit of ad-
vanced study or to change positions are the members of the staff who in-
fluence the direction and rate of change in a building. It would seem 
reasonable that the same factors that motivate them to pursue additional 
study and to seek other positions might also motivate them to encourage 
change within a school, 
90 
The faculty members in the changing group reported more contacts with 
persons from outside the building than did the staff in the other schools. 
Since this information was based on their best recollections of what had 
transpired over a three-year period, the specific data is open to question. 
However, it is clear that the faculty in the group of changing schools was 
more aware of visitations and contacts with visitors and thus reported 
more of them since the conditions affecting the recollection for both 
groups were the same. It is somewhat surprising to note that the faculty 
in the slow-to-change schools gave a higher ranking to visitations as 
having an influence on their present practices even though they reported 
fewer visitations. The influence that contact with persons outside the 
schools has on the direction and rate of change in a school needs to be 
investigated further. The greater number of contacts reported by the 
faculty of the changing schools may also account, at least in part, for 
their perception of their school as among the most changing and open in 
the district. The feedback resulting from these contacts may have helped 
form this perception and would· certainly have reinforced it. Conversely, 
the faculty in the slow-to-change schools would have received less feed-
back through fewer contacts and thus had less information on which to 
assess how their building compared to the other schools in the district. 
The rankings of individuals who influence change showed considerable 
3 
consistency between the two groups. The notable difference was the 
higher ranking given the principals in other schools by the faculty in 
3 See Table XXII, p. 77. 
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slow~to-change schools.. for no other individuals did the ranking differ 
by more than one position.. This may be an indication that the faculty of 
this group perceived that change was occurring in other schools more 
readily or more visibly than in their building. This same faculty ranked 
their building principal slightly lower in influence than did their 
counterparts. This, too, may indicate their perception that change was 
occurring more readily elsewhere. This combination of rankings (other 
principals higher, own principal lower) may also be an indication of a 
feeling of uncertainty which the faculty members may feel about change in 
their school and the influence a principal did have or should have had 
regarding change. Further investigation seems warranted. 
Some discussion about the principals of the six schools needs to be 
included even though the differences were not considered as part of this 
study. The three principals of the schools in the changing group were two 
women and one man, all with seven years or less experience as principal 
in that school. All three principals of the schodls in the slow-to-
change group were men, two of the three having been in their present 
assignment seven years or less. There can be no implications from this 
study that the sex or other characteristics of the principal was a factor 
in the change status of a school nor in any of the characteristics or per-
ceptions that were reported because the sample of schools studied was ex-
tremely small. It was beyond the scope of this study to look into the 
various characteristics of building principals, but these characteristics 
should be investigated. 
r 
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Three schools. were identified as changing toward openness and three 
schools were identified as slow..,..,to..-change toward openness, all within a 
single school district. Because of this limited sample, the ability to 
make very limited generalizations from the sample to any larger popula-
tion must be justified. The study served to point out several characteri-
stics of faculty groups that may be influencing factors in determining 
the rate and direction of change toward openness in some elementary 
schools. These factors deserve consideration by any staff assessing its 
status in relation to change. In summary, these factors are: 
1. Contacts with persons from outside the school both through 
visitations to other schools and discussion with visitor to 
base school. 
2. Recruitment of staff members who are motivated to pursue gradu-
ate study in educational administration or curriculum and in-
struction rather than a general education. 
3. Involvement of the staff in curriculum development activities 
within the school. 
RECOMMENDATIONS FOR FURTHER STUDY 
The following recommendations for further research are proposed: 
1. A worthwhile study using the OCDQ would be one which attempts 
to discover and describe change status of an elementary school 
and attempts to determine its relationship to the various dim-
ensions of organizational climate. 
2. An instrument should be developed to measure student_arid parent 
r 
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perception of climate in some form, This instrument could then 
be used to determine whether there is any significant relation-
ship between staff perceptions of organizational climate and the 
perceptions of others in the total school cormnunity. 
3. A study designed to identify that portion of a faculty that is 
perceived to have the most influence on the changes occurring 
within a building and to seek relationships among the character-
istics of those faculty members would serve to pinpoint the 
determining faculty characteristics that influence change, 
4. A careful study of the quantity and quality of the visitations 
to other schools and the contacts with visitors from other 
schools and the influence that visitation has on the change 
status of a school would be useful for principals and others 
who help plan this aspect of inservice education for staff mem-
bers. 
5. A study to replicate the original study of Halpin and Croft 
would serve to reaffirm the appropriateness of the OCDQ, to 
provide a revised standardized sample for interpreting the 
results of the OCDQ, or would establish the need to develop a 
different instrument for identification of organizational 
climate in elementary schools. 
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ORGANIZATIONAL CLIMATE DESCRIPTION QUESTIONNAIRE 
A. W. HALPIN and D. B. Croft 
The items in this questionnaire describe typical behaviors or con-
ditions that occur within an elementary school organization. Please 
indicate to what extent each of these descriptions characterizes your 
school. Please do not evaluate the items in terms of "good" or "bad" 
behavior, but read each item carefully and respond in terms of how well 
the statement describes your school. 
The descriptive scale on which to rate the items is printed at the 
top of each page. Please read the instructions which describe how you 
should mark your answers. 
The purpose of this questionnaire is to secure a description of 
the different ways in which teachers behave and of the various condi-
tions under which they must work. After you have answered the. question-
naire we will examine the behaviors or conditions that have been de-
scribed as typical by the majority of the teachers in your school, and 
we will construct from this description, a portrait of the Organization-
al Climate of your school. 
Marking Instructions 
Printed below is an example of a typical item found in the Organizational 
Climate Description Questionnaire: 
1. Rarely occurs 
2. Sometimes occurs 
3. Often occurs 
4. Very frequently occurs 
Teachers call each other by their first names. 1 2 d) 4 
In this example the respondent marked alternative (JJ to show that 
the interpersonal relationship described by this item "often occurs" at 
his school. Of course, any of the other alternatives could be selected, 
depending upon how often the behavior described by the item does, indeed, 
occur in your school. 
Please mark your response clearly, as in the example. PLEASE BE 
SURE THAT YOU MARK EVERY ITEM. 
Reprinted with permission of MacMillan Publishing Co., Inc. 
Copyright by Andrew W. Halpin, 1966 
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BIOGRAPHICAL INFORMATION 
1-2 School: 
(Write in the name of your school) 
Please place a check mark to the right of the appropriate category. 
3 Position: Principal 1 
------
Teacher 2 
------
Questionnaire Items 
1. Rarely occurs 
2. Sometimes occurs 
3. Often oocurs 
4. Very frequently occurs 
1. Teachers' closest friends are other faculty 
members at this school. 
2. The mannerisms of teachers at this school are 
annoying. 
3. Teachers spend time after school with students 
who have individual problems. 
4. Instructions for the operation of teaching 
aids are available. 
5. Teachers invite other faculty to visit them 
at home. 
6. There is a minority group of teachers who 
always oppose the majority. 
7. Extra books are available for classroom use. 
8. Sufficient time is given to prepare adminis-
trative reports. 
9. Teachers know the family background of other 
1 
1 
1 
1 
1 
1 
1 
1 
faculty members. 1 
10. Teachers exert group pressure on non-conforming 
faculty members. 1 
11. In faculty meetings, there is a feeling of "let's 
get things done." 1 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
12. Administrative paper work is burdensome at 
this school. 
13. Teachers talk about their personal life 
to· other faculty members. 
14. Teachers seek special favors from the 
principal. 
15. School supplies are readily available for 
use in classwork. 
16. Student progress reports require too much 
work. 
17. Teachers have fun socializing together 
during school time. 
18. Teachers interrupt other faculty members who 
are talking in staff meetings. 
19. Most of the teachers here accept the faults 
of their colleagues. 
20. Teachers have too many committee requirements. 
21. There is considerable laughter when teachers 
gather informally. 
22. Teachers ask nonsensical questions in faculty 
meetings. 
23. Custodial service is available when needed. 
24.Routine duties interfere with the job of 
teaching. 
25. Teachers prepare administrative reports by 
themselves. 
26. Teachers ramble when they talk in faculty 
meetings. 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
27. Teachers at this school show much school spirit. 1 
28. The principal goes out of his way to help 
teachers. 1 
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2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
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1. Rarely occurs 
2. Sometimes occurs 
3. Often occurs 
4. Very frequently occurs 
29. The principal helps teachers solve 
personal probiems. 
30. Teachers at this school stay by themselves. 
31. The teachers accomplish their work with 
great vim, vigor, and pleasure. 
32. The principal sets an example by working 
hard himself. 
33. The principal does personal favors for 
teachers. 
34. Teachers eat lunch by themselves in their own 
classrooms. 
35. The morale of the teachers is high. 
36. The principal uses constructive criticism. 
37. The principal stays after school to help 
teachers finish their work. 
38. Teachers socialize together in small select 
groups. 
39. The principal makes all class scheduling de-
cisions. 
40. Teachers are contacted by the principal each 
day. 
41. The principal is well prepared when he speaks 
at school functions. 
42. The principal helps staff members settle 
minor differences. 
43. The principal schedules the work for the 
teacher. 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
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1. Rarely occurs 
2. Sometimes occurs 
3. Often occurs 
4. Very frequently occurs 
44. Teachers leave the grounds during the school 
dey. 
45. The principal criticizes a specific act 
rather than a staff member. 
46. Teachers help select which courses will be 
taught. 
47. The principal corrects teachers' mistakes. 
48. The principal talks a great deal. 
49. The principal explains his reasons for 
criticism to teachers. 
50. The principal tries to get better salaries 
for teachers. 
51. Extra duty for teachers is posted conspicu-
ously. 
52. The rules set by the principal are never 
questioned. 
53. The principal looks out for the welfare of 
teachers. 
54. School secretarial service is available for 
teacher's use. 
55. The principal runs the faculty meeting like a 
business conference. 
56. The principal is in the building before teachers 
arrive. 
57. Teachers work together preparing administra-
tive reports. 
58. Faculty meetings are organized according to 
a tight agenda. 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
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1. Rarely occurs 
2. Sometimes occurs 
3. Often occurs 
4. Very frequently occurs 
59. Faculty meetings are mainly principal-
report meetings. 
60. The principal tells teachers of new ideas 
he has run across. 
61. Teachers talk about leaving the school system. 
62. The principal checks the subject-matter 
ability of teachers. 
63. The principal is easy to understand. 
64. Teachers are informed of the results of a 
1 
1 
1 
1 
1 
supervisor's visit. 1 
65. Grading practices are standardized at tliis 
school. 1 
66. The principal insures that teachers work to 
their full capacity. 1 
67. Teachers leave the building as soon as possible 
at day's end. 1 
68. The principal clarifies wrong ideas a teacher 
may have. 1 
69. Schedule changes are posted conspicuously at 
this school. 1 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
2 3 4 
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SURVEY INSTRUMENT 
The items in this questionnaire are designed to gather information 
describing the faculty in your building. Please do not evaluate the items 
in terms of "good" or "bad" but respond in terms of how you perceive the 
item and responses .and how it pertains to you. Place a check or X in 
blanks that are selected as your response. In a few instances additional 
information is requested. Please complete the blanks. 
2. Principal 
-----
Teacher 
------
3. Male Female 
----- ------
4. Check the category which includes your age at your last birthday. 
under 30 
---30-34 
---35-39 
---
40-44 
--45-49 
50-54 
---
55-59 
---60-64 
---65 and over 
---
5. Check the category that includes the total number of years experience 
you have had in education - teaching and administration - include 
current year. 
less than 2 years 
--- ---
6-10 years 21-25 years 
---2-3 years 
--- ---
11-15 years 26-30 years 
---4-5 years 
---
16-20 years 
--- ---
30 or more years 
6. Check the category that includes the total number of years experience 
you have had in your present position. Include current year. 
this is first year 
---
6-10 years 
---
21-25 years 
---
---
1-2 years 
---
11-15 years 
---
26-30 years 
---
4-5 years 16-20 years 
--- ---
30 or more years 
7. Check the degree or category that represents the highest level of 
education you have achieved. 
Bachelors Degree 
---
___ Masters Degree 
___ Masters Degree, plus 30 
semester hours 
Certificate of Advanced Study 
---
___ Doctors Degree 
8. Which of the following best describes your present assignment. 
___ Primarily self-contained, single grade classroom 
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Primarily combination grade or multi-age classroom 
~~-
Special teacher - music, PE, special education 
~~-
~~-Principal 
9. Check the category or categories that describe job experience you 
have had since becoming certified to teach. Do not include present 
position. 
Pre-school programs 
~~-
Elementary (K-5 or K-6) classroom 
~~-
Secondary teaching in the following content areas (specify) 
~~-
Guidance 
~~-
~~-Library - le a r n in g center, media specialist 
Building Administration - Principal, .Assistant Principal 
~~-
District Administration - Consultant, Central Office, etc. 
~~-
Special Education - Speech, EMH, Learning Disabilities, etc. 
~~-
Special Resource Teaching - Art, Music, Physical Education, etc. 
~~-
~~-Present position only experience 
Out of education experience for longer than 3 months - specify 
~~-
nature (sales, travel director, etc.) 
10. Which of the following is closest to your undergraduate major. 
elementary education 
~~-
1 i be r al arts - specify area(s) 
~~-
mathematics or one of the sciences 
~~-
~-~health or physical education 
music, art, dramatics, fine arts 
~~-
secondary education, specify area(s) 
~~-
~~-other - specify~~~~~~~~~~~~~~~~~~~~~~~~~-
11. Which of the following is closest to your academic or professional 
major at the masters and post masters level. Check categories which 
apply for both masters and post masters work. 
Have not begun work toward masters degree 
~~-
Elementary education 
Curriculum and Instruction 
Guidance and Counseling 
Administration 
Supervision 
Secondary Education 
Other (specify) 
~~~~~~~~~~~~~~ 
Masters Post Masters 
12. In which of the following categories do you perceive your faculty 
and school. 
Among the most changing and open elementary schools in the 
district 
Somewhere in the middle 
Among the least changing and open elementary schools in the 
district 
13. Check the category that best describes your perception of faculty 
involvement in curriculum development in your school. 
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Faculty has been extensively involved in curriculum development 
---Faculty has been moderately involved in curriculum development 
---Faculty has been somewhat involved in curriculum development 
---
___ Facutly has had limited involvement in curriculum ~evelopment 
Faculty has not been involved in curriculum development 
---
14. Check the category that best describes your feeling regarding the 
existing overall curriculum in your school. 
Highly satisfied with existing status of curriculum 
---Moderately satisfied with existing status of curriculum 
---Somewhat satisfied with existing status of curriculum 
---Moderately dissatisfied with existing status of curriculum 
---Highly dissatisfied with existing status of curriculum 
---
15. Check the category that best describes your perception of the 
extent you have been involved in curriculum decision making in your 
building. 
Extensively involved 
---
Limited involvement 
---Moderately involved 
---
No involvement 
---Somewhat involved 
---
16. Check areas of noncredit on non-college workshops you have attended 
during the past three years. Check the year or years the workshop 
was held. Indicate the approximate length of the workshops in 
hours, days, or weeks. 
70-71 71-72 72-73 Length 
Open classroom 
---Individualized instruction 
---
___ Reading 
Mathematics 
---Personalized learning 
---Disadvantaged learning 
---
___ Learning disabilities 
--~Diagnosis of learning 
needs 
Science 
---Art 
---Other (specify) 
---
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70-71 71-72 72-73 Length 
17. Check areas of college credit workshops or special courses you have 
attended during the past three years. Check the year or years 
attended. If none, indicate number of semester hours credit. Do 
not add college courses taken as part of a masters degree program. 
___ Open classroom 
Individualized instruction 
---Reading 
---Mathematics 
---Personalized learning 
---Disadvantaged learning 
---
___ Learning disabilities 
Diagnosis of learning 
---Science 
---Art 
---Other (specify) 
---
Semester 
70-71 71-72 72-73 Hrs. Credit 
18. Indicate your elementary school (K-5 or K-6) experience. 
A. Type of elementary school attended 
___ Public Parochial ___ Private ( not parochial) 
Combination of Public and Private 
---
B. Location of elementary schools attended 
Urban Suburban Rural 
--- ---
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C. Size of elementary school(s) attended 
Less than 200 students 
---200-500 students 
---Over 500 students 
---
D. Type of organization - check category which most clearly repre-
sents the elementary school or schools attended. 
___ Traditional, graded organization 
One room school 
---Non-graded or continuous progress 
---
___ Open space 
Other (specify or describe) 
---
19. Check the categories that describe visitations to other schools that 
you have made. 
A. Within this district 
70-71 71-72 72-73 
Visited other schools in district 
more than 5 times 
Visited other schools 3-5 times 
Visited other schools 1-2 times 
Did not visit any other schools 
in district 
B. Outside this district 
70-71 71-72 72-73 
Visited schools outside the 
district more than 5 times 
Visited other schools 3-5 
times 
Visited other schools 1-2 
--- times 
Did not visit schools outside 
---- the district 
20. Check categories that describe visitations to your building that 
have involved you in discussions with individuals observing pro-
grams in your school. 
A. From within this district 70-71 71-72 72-73 
Talked with visitors from 
other schools in this district 
more than 5 times 
Talked with visitors 3-5 times 
Talked with visitors 1-2 times 
Did not talk with visitors 
from within district 
B. From outside this district . 70-71 71-72 72-73 
Talked with visitors from 
outside the district more than 
5 times 
Talked with visitors 3-5 times 
Talked with visitors 1-2 times 
---Did not talk with visitors 
---from outside district 
21. Rate the following in rank order, 1 through 7 (1 most important, 
2 second in importance, 7 least important) in terms of your per-
ception of the individual(s) who most influence the changes that 
are occurring in your building. 
Building Principal 
---
---
Team leader or grade level leader (program planner) 
___ Superintendent 
Director of Instruction 
---Business Manager 
---Principal(s) in other schools in the district 
---University personnel 
---
22. Rate the following in rank order, 1 through 9 (1 most important, 
2 second in importance, 9 least important) in terms of your per-
ception of the categories that have had most influence on your 
present philosophy and practices in education. 
---
College credit courses leading to a bachelor degree 
Visitations to schools outside the district 
---Non-credit workshops or seminars 
---Visitors from schools within the district coming into your 
---building 
Your involvement in curriculum planning 
---
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Visitations to other schools within the district 
---
---
College credit courses leading to a graduate degree 
Visitors from schools outside the district coming into your 
---building 
Your elementary school experience as a student 
---
23. Check the category that best describes your background and present 
situation. 
A. Number of siblings in your home when attending elementary school 
0 1 2 3 4 or more 
---
B. Number of children under 18 presently living in your home. 
0 1 2 3 4 or more 
---
C. Number of children presently attending elementary (K-5 or K-6) 
school and presently living in your home. 
0 1 2 3 4'or more 
---
D. Number of children presently attending junior high school, 
high school, or junior college, under 18, and presently living 
in your home. 
0 1 2 3 4 or more 
--- ---
24. Check category that best describes your present plans during the 
next 5-10 years. 
Pursue graduate studies leading to graduate degree in teaching 
Pursue graduate studies leading to graduate degree in adminis-
tration 
Pursue graduate studies leading to graduate degree in curricu-
lum and instruction 
Pursue graduate studies leading to graduate degree in (specify) 
No further plans to pursue degree but plan to take appropriate 
---
credit workshops and courses 
No further plans for additional training 
---Other (specify) 
---
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25. Check category that best describes your present plans. 
___ Remain in present position 
Leave teaching for retirement, marriage, raise 
---
a family 
Leave teaching for position outside of education 
---
___ Seek promotional position in education 
Other (specify) 
--- -~~~~~~~~~~~~~~~~~~~~~ 
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ASSUMPTIONS ABOUT LEARNING AND KNOWLEDGE 
Motivation 
Assumption 1: 
Assumption 2: 
Children are innately curious and will explore 
without adult intervention. 
Exploratory behavior is self-perpetuating. 
Conditions for Learning 
Assumption 3: The child will display natural exploratory be-
havior if h.e is not threatened. 
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Assumption 4: Confidence in self is closely related to capacity 
for learning and for making important choices 
affecting one's learning. 
Assumption 5: Active exploration in a rich environment, offer-
ing a wide array of manipulative materials, 
facilitates children's learning. 
Assumption 6: Play is not distinguished from work as the pre-
dominant mode of learning in early childhood. 
Assumption 7: Children have both the competence and the right 
to make significant decisions concerning their 
own learning. 
Assumption'8: Children will be likely to learn if they are given 
· considerable choice in the selection of the 
materials they wish to work with and in the choice 
of questions they wish to pursue with respect to 
those materails. 
Assumption 9: Given the opportunity, children will choose to 
engage in activities which will be of high interest 
to them. 
Assumption 10: If a child is fully involved in and having fun with 
an activity, learning is taking place. 
Social Learning 
Assumption 11: When two or more children are interested in ex-
ploring the same problem or the same materials, 
they will often choose to collaborate in some way. 
Assumption 12: When a child learns something which is important 
to him, he will wish to share it with others. 
Intellectual Development 
Assumption 13: Concept formation proceeds very slowly. 
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Assumption 14: Children learn and develop intellectually at their 
own rate, and in their own style. 
Assumption 15: Children pass through similar stages of intellectual 
development - each in his own way, and at his own 
rate in his own time. 
Assumption 16: Intellectual growth and development takes place 
through a sequence of concrete experiences followed 
by abstractions. 
Assumption 17: Verbal abstractions should follow direct experience 
with objects and ideas, not precede them or sub-
stitute for them. 
Evaluation 
, Assumption 18: The preferred source of verification for a child's 
solution to a problem comes through the materials 
he is working with. 
Assumption 19: Errors are necessarily a part of learning; they 
are to be expected and even desired, for they con-
tain information essential for further learning. 
Assumption 20: Those qualities of a person's learning which can be 
carefully measured are not necessarily the most im-
portant. 
Assumption 21: Objective measures of performance may have a nega-
tive effect on learning. 
Assumption 22: Evidence of learning is best assessed intuitively, 
by direct observation. 
Assumption 23: The best way of evaluating the effect of the school 
experience on the child is to observe him over a 
long period of time. 
Assumption 24: The best measure of a child's work is his work. 
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Assumptions about Knowledge 
Assumption 25: The quality of being is more ,important than the 
quality of knowing; knowledge is a means of edu-
cation, not its end. The final test of an educa-
tion is what a man is, not what he knows. 
Assumption 26: Knowledge is a function of one's personal integra-
tion of experience and therefore does not fall 
neatly into separate categories or "disciplines." 
Assumption 27: The structure of knowledge is personal and idiosyn-
cratic, and a function of the synthesis of each 
individual's experience with the world. 
Assumption 28:. There is no minimum body of knowledge which is 
essential for everyone to know. 
Assumption 29: It is possible, even likely, that an individual 
may learn and possess knowledge of a phenomenon 
and yet be unable to display it publicly. Know-
ledge resides with the knower, not in its public 
expression. 
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